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Abstract
Research has confirmed job dissatisfaction, and high levels of occupational stress and burnout
resulting from the emotional demands of teaching. This dissertation focuses on a potential
solution to support teachers’ psychological wellbeing in their paramount role to society: training
in emotional intelligence. Recent research has demonstrated not only the positive role of
emotional intelligence (EI) in enhancing stress management, coping skills, psychological
wellbeing, and resilience, but that EI can be developed through EI training. Empirical evidence
has recently shown support for EI training specifically within the teaching population. However,
there remains a dearth of applicable empirically-based training programs aimed at effectively
helping to manage teacher stress in the classroom. Building upon the success that EI training
programs have had in a range of populations, the present research focused not only on the
evaluation of one specific program, but also sought further understanding regarding the
mechanisms through which EI influences positive outcomes. The current work follows the
administration of three rounds of one such program, Managing Occupational Stress Through the
Development of Emotional Intelligence (Gardner, Stough, & Hansen, 2008) to a group of preservice teachers. These studies provide a comprehensive, theory-driven evaluation of: 1) the
short-term and intermediate outcomes and 2) the implementation and processes with slight
modifications of this program between training sessions. The nature of the mixed-method
evaluation design involved both quantitative and qualitative analyses of each training component
to examine the assumptions underlying service delivery and processes. It also allowed for a more
direct exploration of causal effects. Results indicated not only that EI improves compared to
controls post-program and at follow-up (1- and 6-month), but also that stress indicators decrease
coincidental with an increase in adaptive coping and teacher efficacy. Finally, the assessment of
participant responses, comprehension, skills application, and feedback offers a critical
understanding regarding how EI impacts outcomes along with insight regarding the agents of
change that may drive learning and application processes.
Keywords
emotional intelligence; teachers; training; teacher efficacy; stress management; coping;
professional development
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Chapter 1
Introduction: Emotional Intelligence in the Context of Teaching
General Introduction & Overall Purpose
It is now well documented that a large number of teachers have difficulty coping with
work related stress resulting from the emotional demands of their profession, leading to job
dissatisfaction, mental health problems, and ultimately leaving the profession (e.g., Chan, 2006).
Numerous programs, including those related to Emotional Intelligence (EI), that aid in the
prevention and intervention of these negative consequences, have been administered (e.g.,
professional development). Despite the theoretical and empirical evidence supporting EI training
for teachers, there remains a dearth of applicable theory-driven and empirically based training
programs that are aimed at effectively managing teacher stress in the classroom. Further, there is
limited information available on the potential processes that are related to how and why changes
in EI may occur. This dissertation research yields a comprehensive, theory-driven evaluation of
both the short-term and intermediate outcomes as well as the processes of an emotional
intelligence training program that is aimed at improving stress management, generating
successful coping, and increasing teacher efficacy in the teacher population.
Emotional intelligence (EI), which includes an array of emotional competencies that can
facilitate the identification, processing, and regulation of emotion, may contribute to or underlie
a large number of the positive factors comprising teacher efficacy (Vesely, Saklofske, &
Leschied, 2013 – inserted below). Drawing upon research from psychology, education, and
occupational management, it has been argued that having higher levels of EI can improve the
management of stress, helping to facilitate effective teaching (Perry & Ball, 2005; Chan, 2006;
Saklofske et al., 2012). Research has also shown that EI can be improved through specific EIprogram training (Gardner, 2005), providing a foundation for enhancing teacher efficacy and
general wellbeing.
The program evaluated within this dissertation is entitled, Managing Occupational Stress
Through the Development of Emotional Intelligence: A Professional Development Program for
Teachers (Gardner, Stough, & Hansen, 2008). The general program rationale is predicated on a
need for advancing theory in developing teacher support and professional capacity during the
teacher training practice period. The increasing attention being paid to research on school-based
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mental health in both Canada and the United States has recently focused on the gap in support
for teachers’ psychological and physical health and wellbeing. Given the substantial research
supporting the vital impact of effective teachers on positive student outcomes (Jennings &
Greenberg, 2009; Yoon, 2002), the focus on the mental health of teachers is essential for the
success of students, the education system, and ultimately, society. The subsequent sections will
include background information related to each of the above claims and will also outline specific
theories and objectives.
EI theory, using the Swinburne EI model (Gignac, 2008; Palmer & Stough, 2001)
identifies how EI skills help individuals to improve in a variety of domains related to decisions,
behaviors, and performance in the workplace. EI is theorized to aid teachers through increasing
their ability to cope and manage stress. The comprehensive program evaluation aims to further
understand these theoretical processes by addressing the ‘how and why’ of emotional
intelligence training in addition to replicating training outcomes.
Chapter one discusses EI theory in general, literature support for EI training, and the
propensity for the learning of EI skills. Chapter two provides an additional literature review and
describes EI in the context of teaching and how it is empirically related to advancing stress
management, coping ability, general wellbeing, and resilience, all of which is related to teacher
performance. Chapter three introduces the conceptual framework surrounding the specific EI
program theory and implementation. Given that implementation of the training program is
divided into three phases of data collection, the subsequent chapters discuss these phases.
Chapter four describes the phases of data collection and includes a detailed description of phase
one, the pilot study, an outcome evaluation only. This provides the reader with an indication that
the program is ‘working’ prior to the attempt to understand why. Chapter five includes phases
two and three within the context of a comprehensive program evaluation including both a) an
outcome evaluation (involving program outcomes related to psychological health and wellbeing
of participants) and b) a process evaluation (results involving the fidelity of implementation and
evaluation of possible pathways by which change may occur). While this research does not
statistically assess the mechanisms involved in causality, the final chapter does provide a general
discussion of this preliminary exploration of processes that influence EI with suggestions that
inform theory-building and hypothesis testing with larger sample sizes.

EMOTIONAL INTELLIGENCE AND TEACHING

3

Introduction to Emotional Intelligence – Background, Development, & Theory
Despite controversy surrounding its definition and measurement, Emotional Intelligence
(EI) has been established as a valuable construct with a wide range of evidence in support of its
contribution to behavior and performance; there is convergence that EI is related to
exceptionality such as higher academic achievement and better job performance (Bar-On, 2004;
Schutte et al., 1998; 2007; Slaski & Cartwright, 2002; Zeidner et al., 2012). Theoretical and
empirical investigations have postulated on the association between EI and various physical
and/or psychological outcomes including satisfaction with life (e.g., Palmer, Donaldson, &
Stough, 2002), coping and exam-related stress (Austin, Saklofske, & Mastoras, 2010), stress in
the workplace (Slaski & Cartwright, 2002), leadership (George, 2000), motivation (Christie,
Jordan, Troth, & Lawrence, 2007), and various clinical disorders (e.g., Hansen, Lloyd, & Stough,
2009; Vesely et al., 2014). This chapter serves to introduce EI prior to detailing the association
between EI and teaching. This includes an overview of the background, development, and
various theories of EI, in addition to a review of previous EI training.
Brief History
Research studies over the past two decades have defined and theoretically described the
construct of EI. Following its early reporting in 1990 (Salovey & Mayer, 1990), inquiries into
potential implications for real world application of EI have received increased scholarly
attention. The first conceptualization of EI by Salovey and Mayer (1990; p. 189) is described as
the “ability to monitor one’s own and other’s feelings and emotions, to discriminate among them,
and to use this information to guide one’s thinking and actions.” EI has been studied by
numerous researchers who have discussed the validity of the construct and its relation to a range
of applied disciplines including work, education, medicine, sports, and psychological practice
(Stough et al., 2009).
The evolving definition of EI was heavily influenced by work focused on describing,
defining, and assessing socially competent behavior such as social intelligence (Thorndike,
1920). These attempts to understand social intelligence led to further inquiries by theorists such
as Gardener (1983) and Sternberg (1988), who proposed more inclusive approaches to
understanding general intelligence. Gardner’s concepts of intrapersonal intelligence, namely the
ability to know one’s emotions, and interpersonal intelligence which is the ability to understand
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other individuals’ emotions and intentions, aided in the development of later models of EI, even
though the term itself was not used. Further ‘prehistory’ to EI involved the investigation of the
relation of social intelligence to alexithymia, the inability to recognize, understand and describe
emotions (e.g., MacLean, 1949; Ruesch, 1948), as well as research examining the ability to
recognize facial emotions and expressions (Ekman, Friesen, & Ancoli, 1980).
It is important to note that in earlier work there was concern surrounding the
compatibility between logic and emotion, and the potential interference of emotion in rational
behaviour, as they were considered to be in ‘opposition’ (e.g., Lloyd, 1979). Research progressed
into the study of how cognition and emotional processes could interact to enhance thinking (e.g.,
Bower, 1981; Zajonc, 1980). A distinction could be made between emotional responses at a
more automatic/reflexive level that may arise once acute anxiety or rage-filled anger or other
overwhelming emotions come to the forefront, and, the ‘use’ of emotions within a subset of
skills, abilities, and/or traits. However, emotions such as volatile anger and the inability to
control them can be viewed as characterizing low levels of EI, seen to represent a lack of an
ability to use and manage emotion, and thus difficulty with integration of emotion and reason.
Salovey and Mayer’s (1990) original conceptualization of EI also addressed this debate by
stressing that EI can be utilized in solving problems in addition to contributing to adaptive
abilities such as the appraisal, expression, and regulation of emotions. On the other hand, there
are automatic emotional responses that can also be highly adaptive at times.
EI was popularized by Daniel Goleman’s (1995) best-selling book, Emotional
Intelligence: Why It Can Matter More Than IQ, as well as through a number of other popular
books (e.g., Cooper & Sawaf, 1997). However, the lack of empirical evidence available to
support the ‘exciting’ statements and claims about the importance of EI in understanding human
behavior and individual differences (Davies, Stankov, & Roberts, 1998) prompted further
investigation into the construct. Major psychological factors such as ability, temperament,
personality, information processing, and emotional self-regulation were considered in the
conceptualization of EI, leading to a general consensus that it may be multi-faceted and could be
studied from different perspectives (Austin, Saklofske, et al., 2005; Stough, Saklofske, & Parker,
2009; Zeidner, Roberts, & Matthews, 2008).
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There are many challenges involved in the conceptualization of EI and difficulties remain
in establishing criteria required for its accurate representation. For example, the debate remains
regarding whether EI is a cognitive or non-cognitive construct; whether it refers to knowledge of
emotion that is implicit or explicit; and whether it is a basic aptitude or malleable based on the
individual’s experiences, culture, and society (e.g., Zeidner, Matthews, & Roberts, 2001; Fiori &
Ortony, 2014). Other questions include the extent to which moral and ethical behavior should be
included in the EI construct, the relevance of the level of emotional competency required for a
given context or specific interaction, and the method of evaluation of the construct (latter
discussed in subsequent section; Caspi & Bem, 1990; Zeidner et al., 2008; 2012). A
developmental perspective has also been thoroughly argued, one which has outlined a multi-level
approach to explaining individual differences in EI involving innate biological attributes,
effective learning of rule-based adaptive behaviors, and the development of self-reflective insight
(see Zeidner, Matthews, Roberts, & MacCann, 2003). Such approaches attempt to resolve the
ambiguities inherent in the EI construct by indicating different levels of emotion-regulation
processes. More recent discussion has attempted to understand the components of the EI
construct more completely by noting controversy surrounding differences between emotions
involving the self versus those of others (Mikolajczak, 2014); differences between declarative
and procedural emotion knowledge (Fiori & Ortony, 2014); and highlighting the distinction
between emotion knowledge and application (Fiori, 2009; Montgomery, McCrimmon, Schwean,
& Saklofske, 2010). The latter debate is mostly significant within the realm of measurement and
will be considered in a relevant section that follows.
EI continues to generate increasing interest, prompting further publications and
increasing debate (Stough et al., 2009). Two dominant theoretical frameworks have developed in
the literature. These include ability EI, which was formulated from the Salovey-Mayer model
(Mayer & Salovey, 1997) and trait EI that has been researched by individuals such as Bar-On
(1997), Petrides and colleagues, and many others (Petrides & Furnham, 2001; Palmer and
Stough, 2001). An integrative model, referred to as the Tripartite Model, has also been proposed
in an attempt to reconcile controversy between these two perspectives (Mikolajczak, 2009;
Mikolajczak, Petrides, Coumans & Luminet, 2009) and is considered in the ability section of this
review. What all of these theoretical frameworks share in common is their conceptualization of
EI as a distinct construct from traditional IQ and personality, which facilitates the potential for
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prediction of, and influence on, various real-life outcomes (e.g., Ciarrochi, Chan, Caputi, 2000;
Petrides, Pita, & Kokkinaki, 2007).
Theoretical Perspectives and Measurement
In order to understand the application of EI in various domains, the two primary
theoretical frameworks are outlined: ability EI and trait EI. The majority of research has
conceptualized EI in ways that fit within one of these two models. However, some research
attempts to integrate both ability and trait EI models either using a ‘mixed model’ approach,
measured via self-report and discussed under the trait EI subsection (Bar-On, 2006) or using a
‘tripartite model,’ presented in the ability subsection (Mikolajczak, 2009).
The ability EI approach suggests that EI should be framed as ability because it is a form
of intelligence. It specifies that cognitive processing is implicated in emotions, related to general
intelligence, and should be assessed through performance measures (Freeland, Terry, & Rodgers,
2008; Mayer & Salovey, 1997).
The trait EI approach is related to personality (Petrides & Furnham, 2001) and most often
focuses on the emotional self-efficacy of the individual that is measured through self-report
scales (Palmer & Stough, 2001; Schutte et al., 2009).
Ability Emotional Intelligence. While a number of researchers (Petrides & Furnham,
2001; Schutte et al., 2009) have elected to discuss EI from the trait perspective, fewer individuals
have attempted to characterize EI as a cognitive ability. Mayer and colleagues (1990; 1997)
proposed a four-branch ability model, which has received wide acknowledgment and use. It
remained until recently the only well-accepted model of ability EI. Although its corresponding
ability-based EI measure has previously shown good psychometric validity and reliability (the
Mayer-Salovey-Caruso Emotional Intelligence Test - MSCEIT; Mayer, Salovey, & Caruso,
2002), questions remain with regard to whether it is truly measuring ability (MacCann, 2014;
Mikolajczak, 2014), as this measure has recently been shown to have a number of significant
flaws (Fiori et al., 2014).
The Mayer et al. four-branch model identifies EI as being comprised of a number of skills
that allow for the appraisal, expression, and regulation of emotion as well the integration of these
emotions with cognitive processes used to promote growth and achievement (Salovey & Grewal,
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2005; Salovey & Mayer, 1990). The hierarchical model is comprised of four linked
psychological processes: perceiving, using, understanding, and managing emotions. These
processes range from basic to more complex (Mayer & Salovey, 1997; Salovey & Grewal,
2005). The hierarchical nature of the model has been contradicted with the indications that a)
developmental evidence suggests parallel relationships (see Zeidner et al., 2003), b) factor
analysis in several cases, does not support a model with one underlying EI factor (Fiori &
Antonakis, 2011; Rossen et al.; 2008), and c) a three-factor solution seems to provide a better fit
to the data than a four-factor solution (e.g., Fiori et al., 2014; Keele and Bell, 2008), with “using
emotions to facilitate thinking” being the factor that does not emerge as an independent
subfactor. However, these four branches, as described in the next paragraph remain the
foundation for current ability models and their description aids in the theoretical understanding
of the general ability perspective.
Perceiving emotions refers to the ability to identify emotions accurately through the
attendance, detection, and deciphering of emotional signals in one’s self and others (Mayer,
Caruso, & Salovey, 1999; Papadogiannis, Logan, & Sitarenios, 2009). Using emotions involves
the integration of emotions to facilitate thought. This occurs through analysis of, attendance to,
or reflection on emotional information, which in turn assists cognitive activities such as
reasoning, problem-solving, decision-making, and consideration of the perspectives of others
(Mayer & Salovey, 1997; Mayer et al., 2002; Papadogiannis et al., 2009; Salovey & Mayer,
1990). Understanding emotions comprises the ability to comprehend the connections between
different emotions (Rivers, Brackett, Salovey, & Mayer, 2007). This would involve knowledge
of emotion language and its utilization to identify slight variations in emotion, and describe
different combinations of feelings. Finally, managing emotions refers to the individual’s ability
to understand and regulate his or her own emotions successfully. Such ability would entail the
capacity to maintain, shift, and cater personal emotions, either positive or negative to a given
situation (Rivers et al., 2007).
More recent research that describes this ability construct often follows the same
theoretical composition of the four-branch model. However, the above-noted controversy
surrounding the definition of ability has become more present in the literature (MacCaan, 2014;
Mikolajczak, 2009; Fiori & Ortony, 2014). Specifically, the notion that ability EI may involve
numerous separate entities, including having knowledge about emotion, as well as the ability to
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apply that knowledge in practice. One means of addressing what constitutes this emotional
competence is the proposal of a tripartite model of EI (Mikolajczak, Petrides, Coumans, &
Luminet, 2009). This reconciles the controversy by suggesting three levels of EI. These include
knowledge - reflecting what people know about emotions, the ability to apply this knowledge in
real-world situations, and, traits - which reflects the propensity to behave in a certain way in
emotional situations (typical behavior). Research on this tripartite model is currently underway.
Measuring Ability EI. The corresponding measure of the dominant-to-date theoretical
model of ability EI (Salovey & Mayer, 1997) is the Mayer-Salovey-Caruso Emotional
Intelligence Test (MSCEIT; Mayer et al., 2002). This is a performance-based measure with the
goal to provide a comprehensive coverage of ability EI by assessing how people perform tasks
and solve emotional problems. This measure uses visuals and vignettes that are based on the
framework from the four-factor model, with multiple subtests representing each of the four
abilities, perceiving, using, understanding, and managing emotions. Since the model claims that
EI is related to cognitive ability, the test follows the model of an ability-based IQ test, while also
requiring the individual to be attuned to social norms (Salovey & Grewal, 2005). The responses
are given in an incorrect/correct choice format rather than asking individuals for their own
assessment of emotional sensitivity. Scores are calculated based on the congruence with the
answers of emotion experts or consensus, and responses are thus deemed correct if they match
the criteria as set by the expert raters (Mayer, Salovey, Caruso, & Sitarenios, 2003;
Papadogiannis et al., 2009; Salovey & Grewal, 2005).
Given the mono-measurement of ability EI for such a long period of time, MacCann and
Roberts (2008) identified the need to develop further instruments to generalize findings across
instruments and to create non-commercial alternatives for research. The Situational Test of
Emotional Understanding (STEU; Allen, Weissman, Hellwig, MacCann, & Roberts, 2014) is one
test among numerous developed subsequently to address a range of issues with ability
measurement. These issues are discussed for both EI types in the controversy section below.
Trait Emotional Intelligence. Numerous researchers have generated models consistent
with the trait conceptualization of EI. In contrast to ability EI, trait EI has a personality-based
competency, with minimal relation to cognitive abilities. It is comprised of a set of skills that
allows individuals to cope with their social environment (Bar-On, 1997; Ciarrochi, et al., 2000).

EMOTIONAL INTELLIGENCE AND TEACHING

9

A variety of researchers have identified different factors that comprise this EI construct.
However, trait EI is generally comprised of subfactors alluding to the individual’s selfperceptions of his or her emotional abilities. Petrides and colleagues define trait EI as a
“constellation” of emotional self-perceptions located at the lower levels of personality
hierarchies (Petrides & Furnham, 2001; Petrides, Pita, & Kokkinaki, 2007). In contrast to fitting
within the construct of cognitive ability, this conceptualization of EI comprises personality facets
specifically related to affect (Petrides, Perez-Gonzalez, & Furnham, 2007; Petrides, Pita et al.,
2007). However, contrasting the common criticism that trait EI is merely a rework of major
personality dimensions (Zeidner et al., 2008), numerous studies have demonstrated the
incremental validity of trait EI above and beyond established trait hierarchies such as the Big
Five and the Eysenckian three-factor model (e.g., Petrides, Perez-Gonzales, et al., 2007; Petrides,
Pita, et al., 2007).
Similarly, the conceptualizations of trait EI by both Bar-On (1997; 2006) and Goleman
(1995) refer to EI as inclusive of characteristics such as self-awareness, adaptability, impulse
control, empathy, self-motivation, and intrapersonal skills, among other things. Further, athough
Schutte, Malouf, and Bhullar’s (2009) conceptualization is drawn from Mayer and Salovey’s
(1990) original ability model of EI, it refers to the display of emotional characteristics in daily
life, thus deeming it a trait model. A similar model, the Swinburne model, which was used as the
foundation of the program in the present research, is categorized under the trait framework and
was developed in the context of workplace management (Palmer & Stough, 2001; Gignac, 2008).
It identifies factors that comprise the EI construct alluding to the individual’s self-perceptions of
his or her emotional abilities in the workplace and is described in detail in a following section
(Gignac, 2008). Additionally, Goleman’s later model views the expression of emotions as a
domain of intelligence, reasoning that EI reflects a wide area of competencies and skills that
drive, for example, managerial performance (Boyatzis, Goleman, & Haygroup, 2001). This once
again may confuse the distinction between trait and ability models.
It is noteworthy that trait conceptualizations of EI have been further divided into the trait
approach and the mixed model (or ‘competency’) approach (Freeland, et al., 2008). The notion
of the latter denotes that EI and cognitive intelligence contribute equally to an individual’s
general intelligence, which, in turn, relates to his or her potential for success in life (Bar-On,
1997). The mixed model approach can refer to the explicit inclusion of non-EI dimensions such
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as personality dimensions or competencies that are combined with EI-dimensions (Gignac,
2008). Caruso (2004) differentiates between these approaches specifying that models focused on
personality and dispositional traits fall under the trait approach and those focused on leadership
competency and performance, fall under the mixed approach. However, given that both trait and
mixed models are measured via self-report, trait EI is utilized as an umbrella term for both
approaches (Zeidner et al., 2008). This does not resolve the controversy surrounding the
distinction between the conceptualizations of trait and ability, but does provide terminology for
their generalized description and discussion.
Measuring Trait EI. Congruent within the larger number of models in the trait domain, a
wider range of questionnaires have developed in order to measure trait EI, some of which were
created for use in specific settings such as the workplace (Petrides, 2009a; Schutte, et al., 2009;
Palmer, Stough, Harmer, & Gignac, 2009). Examples of self-report questionnaires created to
reflect the trait EI construct include the Emotional Intelligence Questionnaire (EIQ; Dulewicz &
Higgs, 1999), the Swinburne University Emotional Intelligence Test (SUEIT; Palmer & Stough,
2001), the updated version of it, the GENOS (Gignac, 2008), and the Emotional Competency
Inventory, version 2 (ECI-2; Goleman, Boyatzis, and McKee, 2002). The ECI-2 is an upgrade of
a previous measure following a newer version of Goleman’s (1995) original model in
combination with results of research on management competencies (Boyatzis, Stubbs, & Taylor,
2002).
An often-used measure of trait EI is the Schutte Emotional Intelligence Scale (Schutte et
al., 1998; 2009). It is based on the notion that ability and trait EI are both important and
complementary dimensions of adaptive emotional functioning. The Bar-On Emotional Quotient
Inventory (EQ-i; Bar-On, 1997) is a highly recognized measure that is based on a mixed model.
It attempts to assess ability through self-perception measures, and includes three classes of
constructs; perceived emotional abilities, competencies, and personality traits (Bar-On, 1997;
Brackett et al., 2006).
Petrides and colleagues (2009b) developed the Trait Emotional Intelligence
Questionnaire (TEIQue; Petrides, 2009b), a trait-based measure, which focuses on integrating the
understanding of EI into personality hierarchies (Petrides, Pita et al., 2007). The latest version of
the TEIQue generates scores on 15 facets, four factors (Well-Being, Self-Control, Emotionality,
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Sociability), and global trait EI. As research in EI continues to develop, issues with measurement
continue to be addressed.
Controversy and Issues with Construct and Measurement
The presentation of these two main theoretical frameworks has evoked considerable
debate among researchers as to whether, broadly speaking, EI can be either a single construct or
two or more separate constructs (e.g., Zeidner et al., 2008). A large part of this controversy
results from studies examining the association between trait and ability EI which have suggested
low, but significant positive correlations ranging from 0.2 - 0.3 (Brackett & Mayer, 2003;
Vesely, 2011). This can be interpreted as supporting the notion of different constructs; however,
each EI total score (or level of EI) is heavily dependent upon how it is measured. An argument
can therefore be made that it is not the theoretical constructs that are unique but the means of
measurement that cause the implied discrepancy.
How EI is measured is critically important to how the results are interpreted and is
discussed in detail in the section that follows. The fact that ability EI is measured by maximum–
performance tests, whereas trait EI is assessed by self-report questionnaires can, in itself, lead to
different results (Brackett, Rivers, Shiffman, Lerner, & Salovey, 2006). Thus, it is challenging to
determine whether the results are attributed to the construct itself, or to the assessment methods
that are being used (MacCann & Roberts, 2008). This is analogous to asking people to provide
evidence of their intelligence by utilizing a performance IQ measure versus asking them how
high they think their IQ is. Although most individuals have insight with regard to their own
intellect, there are those who do not. There, of course, are others who over or underestimate their
IQ unintentionally or for social desirability purposes, resulting in different scores depending on
the tool of measurement. Though this IQ example is referring to empirically acknowledged
problems with self-report measures in general, reflected in vulnerability to faking/social
desirability, and ecological validity (Grubb & McDaniel, 2001; Roberts et al., 2007), problems
with performance measures in the area of EI that may alter the response outcome also exist.
Whereas performance IQ is a widely accepted and standardized measure shown to be stable
across the life course and representative of the individual’s basic cognitive abilities (Prifitera,
Saklofske, & Weiss, 2008), there remain challenges in measurement of ability EI.
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This dilemma is reflected in the subscales on the MSCEIT which asks individuals to
demonstrate their ‘ability’ to perceive, respond to, understand, and manage emotions within a
variety of hypothetical scenarios and visual stimuli, thus deeming the incorrect/correct response
format as a method of performance. More specifically, this test measures emotional knowledge
and the individual’s ability to reason with and manipulate knowledge in a controlled test
environment. This is in contrast to what might be observed and inferred from true social
interactions. Although this may correlate with real-life outcomes, it may not be an accurate
representation of EI application (Vesely, 2011). This notion has recently been discussed in
drawing the distinction between procedural and declarative emotion knowledge and the notion
that measures like the MSCEIT measure solely the latter (Fiori, 2009). In other words, ability
measures may capture only the knowledge aspects of emotional ability, which can be distinct
from real-life social-emotional interaction (Fiori, 2009; Vesely, 2011). This disconnect between
emotional knowledge and application of knowledge is also supported by Tatton’s (2005) distinct
categories for demonstration of emotional knowledge in role-based simulations. Further support
comes from the reasoning behind the tripartite model of EI described above (Mikolajczak et al.,
2009), which separates the knowledge and application of traits within its theory. For example, it
posits the possibility that cognitive knowledge and verbal ability can describe which emotional
expression would be useful in a given situation, without being able to select or even display the
corresponding emotion.
Controversies such as these provide further insight into both the understanding of each EI
conceptualization as well as to the interpretation of results from each method of EI measurement.
It draws a distinction between trait and ability EI causing researchers to reconsider whether a
high score on this performance-based EI measure necessarily results in enhanced performance in
a naturalistic setting or merely represents knowledge about how to problem-solve emotionallybased scenarios. In contrast to this, self-report EI measures, despite a risk of faking or
misinterpreting emotional effectiveness, assess individual EI or emotional success in reference to
real-world behaviour. This alludes to the fact that each measure of existing EI may theoretically
describe the construct effectively, but may not fully reflect it through measurement.
Both broad domains of EI theoretically describe the same content domain, or at least have
a large range of overlap, in spite of the low correlations between them. It can be argued that both
trait and ability EI conceptualizations are more complementary than contradictory (Ciarrochi et
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al., 2000). For example, it is possible to map subfactors of one EI model onto other EI models.
Comparing the MSCEIT (ability) theoretically to the TEIQue (trait) as an example, there may be
a place for each of the facets of the TEIQue within each of the four main factors of the MSCEIT.
For instance, ‘emotion appraisal of the self and others’ fits under the ‘perceiving’ emotions
factor as described by Mayer and colleagues (1997; 2002). The above illustrates again that the
poor convergence between self-report and performance-based measures of EI may not be a
reflection of conceptual differences between trait and ability EI, but largely a difference in the
method of measurement (Brackett & Mayer, 2003; O’Connor & Little, 2003; Warwick &
Nettelbeck, 2004). One may also acknowledge other partial reasoning for poor convergence
between measures, for example, the broader nature of trait versus ability measures, which would
lead to less general overlap (Fiori & Antonakis, 2011).
Despite the notion that ability EI is described as a cognitive capacity and that trait EI is
considered a personality trait, it is without dispute that both conceptualizations view EI generally
as representing a set of competencies. Specifically, each is considered a construct describing the
capacity to apply knowledge of emotions to both the self and others, while also bearing in mind
that the manifestation of EI reflects experience and contextual variables. It is challenging to
distinguish whether a display of emotional competencies represents personality characteristics,
cognitive capacities, experience, or the interaction of all three since it would appear that each
provides a contribution for such competencies. For the purpose of this dissertation, it is
acknowledged that while different theoretical conceptualizations of EI have been proposed, there
are limitations to each one. It is reasoned that trait and ability conceptualizations are more similar
than they are different, and indeed describe an overarching concept much like general mental
ability in intelligence models. In other words, while there are some differences often
differentiating them as constructs, they draw from the same content domain. The primary point
of incongruence is in how EI is measured.
The model of EI used as a foundation for the development of the EI program
administered throughout the present studies is drawn from the Swinburne model (Gignac, 2008;
Palmer & Stough, 2001; Palmer et al., 2009), described in detail in Chapter 3. This trait model
was chosen with the awareness that current measures of ability EI do not seem to accurately
measure ecologically valid EI skills. Given the use of EI self-efficacy and other constructs
measured via self-report in this dissertation, it is important to emphasize that despite the trait
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model not being a direct measure of ‘performance’, in the context of the extant issues with selfreport (e.g., Roberts et al., 2007), self efficacy has been shown to have an impact on objective
behavior (Keefer, 2015). Research using EI self-efficacy as an outcome variable, for example, is
based on the empirically supported notion that EI self-efficacy has been shown to impact
objective EI when assessed by a third-party rater (Keefer, Parker, Wood, & Stone, 2014). The
final section of this chapter contains a review of recently assessed EI training programs with a
focus on outcomes of trait EI as well as other outcome variables.
Moving Forward: EI Training
In order to lead into the notion of EI training in the context of teaching, it is necessary to
provide a foundational understanding of previously implemented EI training programs and their
effectiveness. The professional development EI programs in general, and those specifically
developed for teachers are summarized in the publication below (chapter 2). This next section
provides a review of more recent EI and EI-relevant training programs, not discussed in
chapter 2. Subsequently, a detailed outline of the program theory is presented in chapter 3.
Review of Additional EI Training Programs
To take advantage of the benefits of higher EI that are related to psychological health and
wellbeing, there is evidence that EI can be developed through EI-program training. As will be
described in the chapter 2 article (Vesely, Saklofske & Leschied, 2013), previous research
(Humphrey et al., 2007) has acknowledged the controversy in examining EI as a malleable
construct; however, more and more programs are identifying that training can improve skills
required for emotional competencies (Gardner, 2005). Given that the development of EI skills in
childhood have their own trajectory (Zeidner, Matthews, Roberts, & MacCann, 2003) and that
the reporting of changes in trait EI may have characteristic implications for children and
adolescents (Keefer, 2013), the current literature review will focus on EI enhancement in adults
only.
A variety of programs attempting to improve EI skills in its participants have been
developed. A number of the EI programs that will be mentioned in chapter 2, for example
Mindfulness-Based EI training (Ciarrochi, Blackledge, Bilich, & Bayliss, 2007) are based on
ability-EI foundations using the consequent measurement. More relevant to this dissertation
however, is the finding that trait EI was more often measured as the main outcome variable using
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self-report measures. The majority of studies assessing trait EI at the conclusion of EI training
programs have indicated positive results (90%), namely that there was an increase in EI scores
after program completion (Kotsou, Mikolajczak, Grégoire, Heeren & Leys, in press). Of the two
studies that utilized a teacher population, one assessed the development of emotional
competencies in primary school teachers, showing an increase in participants’ EI using the
Emotional Development Inventory for Adults (CDE-A) as well as a decrease in stress and
improvement in relational climate in schools (Pérez-Escoda, Filella, Alegre, & Bisquerra, 2013).
This study administered one hour a week of training for 30 weeks, which focused on awareness,
emotional regulation, personal autonomy, social competence, and life competencies. The second
study on teachers examined EI training administered across 14 weeks (56 hours), and showed an
increase in EI and empathic concern (Hen & Sharabi, 2013) upon program completion using the
Schutte Self-Report Emotional Intelligence Test (SSREIT); however, this study did not have a
control group.
It is important to note that, of the numerous reviewed studies, many include significant
limitations such as a lack of control group (46%), lack of follow-up to measure longer-term
changes (63%), or failure to utilize theory- and/or evidence-based training (75%; Kotsou et al., in
press). However, there exist a number of studies that are not limited in similar ways (e.g.,
Karahan & Yalcin, 2009; Kotsou et al., 2011; Nelis et al. 2009, Nelis et al. 2011; Sharif et al.,
2013; Slaski & Cartwright, 2003; Vesely, Saklofske, & Nordstokke, 2014 [included in Chapter
4] 2014; Yalcin, Karahan, Ozcelik, & Igde, 2008), suggesting that there is the possibility of
improving trait EI through training (Kotsou et al., in press). Training in these studies was based
on content involving components specifically theorized as EI though spanning across different
time periods from a 2-day workshop to 12-week training. The programs administered included at
least two of the three dimensions of identification, expression, or regulation of emotions
(Mikolajczak, 2015). Most of these evaluated programs were designed around five dimensions
that included identification, understanding, use, expression, and regulation of emotions
(Mikolajczak, 2015), though some programs include up to seven dimensions (Vesely et al.,
2014) or incorporate theory around other emotional competencies such as detachment (Slaski &
Cartwright, 2003). Most programs include a psychoeducational or teaching component of EI
theory and technique in addition to experiential teaching methods such as discussions, activities,
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role-play, and self-reflection. Generally, these programs showed an average EI improvement of
12.4% (measure by the TEIQue or EQ-I; Mikolajczak, 2015).
The EI program used as the foundation for this study is based in the Swinburne (GENOS)
model titled, Managing Stress through developing Emotional Intelligence: A Professional
Development Program for Teachers (Gardner, Hansen, & Stough, 2008). This program
addresses teachers specifically, with the ultimate goal of decreasing teacher stress and burnout
while improving overall teacher efficacy and classroom outcomes. Though evaluations of this
program have shown it to be effective overall in providing evidence for the malleability of EI
(Gardner, 2005; Poole & Saklofske, 2009), a comprehensive evaluation of the program process
as well as the range of outcomes has yet to be examined.
The following chapter (2) is an article previously published in the Canadian Journal of
School Psychology, which furthers this introduction by shifting the focus to the more specific
context of teaching. It reviews the empirical connection between EI and effective teaching and
details the utility of EI skills in the lives of teachers. The focus begins with the fundamental, yet
laborious role of teaching and moves forward to describe why EI may aid with stress
management and thus, more effective teaching. Chapter 3 then discusses the specifics of the EI
program and the present research.
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Chapter 2
Teachers – The Vital Resource: the Contribution of Emotional Intelligence to Teacher
2
Efficacy and Well-Being
Abstract
The study of emotional intelligence (EI) shows promise in predicting educational competencies
and positive life outcomes. Considering the many demands placed on teachers and the link to
occupational stress, burnout, and decreased job satisfaction, EI may be foundational to
developing competencies that lead to improved psychological health and teaching success and, in
turn, positive student outcomes. It is argued that core factors describing teacher efficacy can be
subsumed under the competencies comprising EI. This overlap in skill sets suggests that EI
training may also increase teachers’ efficacy in the classroom and decrease their stress and job
dissatisfaction.
Résumé
L’étude d’intelligence émotionnelle montre de la promesse dans la prédiction des compétences
éducationnelles et les résultats positifs dans la vie quotidienne. Compte tenu des demandes faites
aux enseignants et le rapport avec le stress du travail, l’épuisement, et la diminution de la
satisfaction dans le travail, il se peut que l’intelligence émotionnelle est intégrale dans le
développement des compétences qui mène les réussites dans le domaine de l’enseignement, qui
améliore la santé mentale et, par conséquence, les résultats scolaires positifs. On peut soutenir
que les facteurs décrivant l’efficacité des enseignants peut être englober dans les compétences de
l’intelligence émotionnelle. Le chevauchement des compétences suggère que la formation
d’intelligence émotionnelle peut augmenter l’efficacité des enseignants dans la salle de classe, et
réduire leur stress, ainsi que leur mécontentement dans leur travail.

2
The following article has been previously published. Permission to include article in dissertation was granted by SAGE
publications – permission email included in Appendix D. Citation:
Vesely, A. K., Saklofske, D. H., & Leschied, A. D. W. (2013) Teachers - The vital resource: The contribution of
emotional intelligence to teacher efficacy and wellbeing. Canadian Journal of School Psychology, 28(1), 71-89.
doi: 10.1177/0829573512468855

EMOTIONAL INTELLIGENCE AND TEACHING

32

Keywords
emotional intelligence, teacher efficacy, stress, well-being

Teaching is recognized to be one of the most important and also demanding occupations
in contemporary society. Without dispute, teachers play a pivotal role, if not the pivotal role, in
student learning and achievement (e.g., Corbett & Wilson, 2002; McIntyre & Battle, 1998;
Murphy, Delli, & Edwards, 2004; Thomas, 1998). These professionals not only transmit
knowledge but also ensure that students acquire learning skills in addition to socially and
culturally relevant behaviours. However, teaching is also a job of high “emotional labour”
(Brennan, 2006; Hargreaves, 2001), and considerable evidence documents the significant levels
of occupational stress experienced by teachers (e.g., Chang, 2009; Hakanen, Bakker, &
Schaufeli, 2006; Kokkinos, 2007; Maslach, 1999; Pillay, Goddard, & Wilss, 2005), which can
result in job dissatisfaction and mental health difficulties (Chan, 2006). Thus, the psychological
health of teachers is imperative for the “success” of students, the education system, and the
larger society. Based on the assumption that subject matter knowledge is present in teacher
experts, this article focuses on other critically important aspects of the effective teacher.
A considerable research literature supports the significant influence of effective teachers
on desirable classroom and student outcomes (Jennings & Greenberg, 2009; Murphy et al., 2004;
Yoon, 2002). Underlying these findings are two main areas, key to describing the expert teacher:
(a) the “professional” skills and characteristics needed for optimal effectiveness in the classroom
and with students generally and (b) “personal” skills and characteristics that buffer the adverse
components and situations of teaching and contribute to the building of resilience, psychological
well-being, and teacher efficacy.
Studies of emotions and stress have identified the underpinnings and suggested methods
for supporting psychological and physical health and well-being. Emotional intelligence (EI),
broadly defined as encompassing an array of emotional competencies that facilitate the
identification, processing, and regulation of emotion (Austin, Saklofske, & Egan, 2005; Petrides
& Furnham, 2001; Salovey & Mayer, 1990), holds promise as a means through which potential
negative teacher outcomes may be mitigated while supporting personal and professional wellbeing. Focusing on the relationships between higher EI and both enhanced coping skills and
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decreased occupational stress levels (Stough, Saklofske, & Parker, 2009) provides an avenue for
improving successful stress management and building resilience in teachers.
This review highlights the relevance of EI in the context of human services. Specifically,
it addresses how EI aids in the development of emotional cognition and understanding that can
positively affect teacher psychological health and, in turn, their behaviours that are linked to
student learning outcomes. This article describes the research surrounding teacher efficacy in
relation to the construct of EI and illustrates how (a) higher levels of EI can mediate stress
escalation and improve its management; (b) it helps to facilitate effective teaching, builds
resilience, and contributes to a large portion of the positive factors comprising teacher efficacy;
and (c) it can be developed through specific EI-program training. It is suggested that the
foundational characteristics and abilities that support positive teacher efficacy are in large part
grounded in EI and that EI-enhancing programs may serve to improve positive teaching
characteristics and prevent/decrease the use of less effective qualities or strategies by addressing
potential challenges to teachers’ psychological health and well-being (e.g., Parker, Saklofske,
Wood, & Collin, 2009). Identifying the direct or even indirect impact that improving EI may
have on teacher efficacy could be key to increasing the positive effect teachers have on their
students’ learning and well-being. Understanding EI’s impact further provides an avenue for
continued research in other areas of professional development by extending models that identify
the “good teacher” and good teaching practices.
Strengthening Teacher Efficacy: What Is It and Why Is Support so Imperative?
To encourage and support the psychological health and well-being of teachers, it is
necessary to recognize the myriad stressors encountered by these professionals, the extent to
which support of “personal” resources are necessary, and the characteristics that describe the
highly efficacious teacher. In turn, the relationship between EI and teacher efficacy may serve as
a foundation for further ensuring the well-being of teachers and supporting their positive impact
within the school environment.
A Teacher’s Need for Support: Dealing With Stress, Job Dissatisfaction, and
Burnout. Identifying the factors that underlie teacher efficacy is crucial in determining teachers’
personal and emotional well-being; these characteristics are often linked to their negative
counterparts, namely, stress, burnout, and job dissatisfaction (Brackett, Palomera, Mojsa-Kaja,
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Reyes, & Salovey, 2010; Jennings & Greenberg, 2009). Individuals within the teaching
profession continue to be vulnerable to high levels of occupational stress (e.g., Chang, 2009;
Hakanen et al., 2006; Kokkinos, 2007; Maslach, 1999; Pillay et al., 2005), which creates
increased emotional demands leading to exhaustion, decreased job satisfaction, mental health
problems, and ultimately leaving the profession. In turn, teachers who are compromised in their
personal adjustment can negatively affect classroom learning, individual student well-being, and
the overall educational system (Chan, 2006). Given the wide range of intellectual and emotional
resources required for teaching, the nature of the profession is such that when the demands of
managing student behaviours and learning become overwhelming, lower job satisfaction and
ultimately job burnout result (Chang & Davis, 2009; Lens & de Jesus, 1999). The way in which
teachers are able to draw on personal resources and use external supports may aid in their ability
to cope with such demands.
Exhaustion and burnout can result from teachers’ expectations and efforts to manage their
own coping and the distressing events in the lives of their students in addition to their academic
responsibilities (Hargreaves, 1998). Just as both internal and external factors contribute to
teacher efficacy, both individual (e.g., personality, self-concept, resilience) and organizational
factors, including work demands, class size, and administrative support, play a role in burnout.
Chang (2009) suggests that it is a teacher’s repeated experience with unpleasant emotions that
leads to burnout through “transactional” factors such as their attributions or judgments of student
behaviours, self-concept/efficacy, or perception of support. Specifically, these emotions emerge
through teachers’ judgment patterns of student behaviours and other teaching duties, which can
contribute to negative outcomes. Once such negative emotions are present, a teacher is
compromised and less able to uphold his or her ideal level of efficacy.
What Comprises Teacher Efficacy? Teacher efficacy was initially viewed as a general
personality trait allowing for effective interactions (Barfield & Burlingame, 1974), and later
involved the teacher’s perception of his or her impact on student learning under various
conditions (e.g., Ashton, 1985; Guskey & Passaro, 1994; McLaughlin & Marsh, 1978). Teacher
efficacy has focused on the “beliefs” of the teacher that includes the notion of self- efficacy.
Early descriptions of self-efficacy described in both Rotter’s (1966) social learning theory and
Bandura’s (1986) social cognitive theory examined locus of control. Tschannen-Moran and
Woolfolk Hoy’s (2001) Ohio State Teacher Efficacy Scale (i.e., efficacy for instructional
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strategies, efficacy for classroom management, and efficacy for student engagement) revealed
the importance of assessing a broader range of teaching tasks when assessing efficacy. Though
self-efficacy could influence objective efficacy (Allinder, 1994; Ashton & Webb, 1986), it is
insufficient as a construct description lacking in an acknowledgment of factors such as the
demands placed on teachers and how those are met.
Helpful and Harmful Factors Affecting Teacher Competencies. Attempts to define
teacher efficacy offer a closer look at those factors that differentiate effective teachers from those
that are less effective. This, in turn, also identifies avenues for the support of factors that build
resilience beyond the earlier work describing broad types of teacher expertise (e.g., content
knowledge, pedagogical knowledge, and pedagogical content knowledge; see Shulman 1986).
Influences on teacher efficacy can be divided into those mainly within the teacher’s
control (internal), which include affect, knowledge, or work ethic, and those that are beyond a
teacher’s immediate control, such as the child’s home environment, the school’s neighbourhood,
or board policies. Important “internal” factors studied in relation to teacher efficacy include, but
are not limited to, the aforementioned beliefs of self-efficacy (e.g., Henson, 2002; TschannenMoran, Woolfolk Hoy, & Hoy, 1998). This subsumes personal motivation (e.g., Pintrich, 2003;
Pintrich & Schunk, 1996), or the teacher’s capacity to instill in students the drive to work
towards specific goals. Such self-efficacy beliefs contribute to a teacher’s own motivation to
work on self-improvement and classroom performance. Furthermore, classroom management
skills may contribute to teacher efficacy directly or indirectly (e.g., Emmer & Stough, 2001).
Coping skills and stress management are also relevant (e.g., Austin, Shah, & Muncer, 2005;
Chang, 2009; Jennings & Greenberg, 2009) and reflect the skills and tools through which a
teacher is able to manage demands, deal with stressful events, and maximize his or her personal
strengths including personality and temperament factors (e.g., Henson & Chambers, 2003;
Patrick, 2011; Schyns & Collani, 2002). Each of these variables can affect teaching styles,
student–teacher relationships, and cognitive, behavioural, and emotional self-regulation.
Factors that undoubtedly affect teacher efficacy, but are considered more external and
much less under the control of the individual, include teacher support through school
administration, availability of resources, and opportunities for collaboration (e.g., Ransford,
Greenberg, Domitrovich, Small, & Jacobson, 2009). These will also include the teaching
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environment (e.g., Chang, 2009) that extends from the state and aesthetics of the classroom and
its resources to classroom dynamics, and diversity of the student population (e.g., Hollins &
Guzman, 2005; Poplin, et al., 2011). This also includes the student’s emotional or financial
difficulties outside of the classroom, as well as cultural differences.
It is important to acknowledge the interaction between such internal and external factors,
as efficacy is often a measure of the teacher’s ability to use internal skills to mediate the external
circumstances through relevant contextual variables in support of a positive learning
environment. Furthermore, such interaction involves an appreciation that the role of teacher
efficacy can be limited by social contexts and certain changing contexts may alter the definition
of teacher efficacy (Labone, 2004). The identification of factors that comprise and impact
teacher efficacy establish its dependence on the mental health and well-being of the individual
and provides an avenue for the role of EI.
Emotional Intelligence: How Is It Related to Teacher Efficacy?
EI Can Help Mitigate the Effects of Stress. The high-level demands placed on
classroom teachers pose the potential to compromise personal coping resources and increase
stress and risk for burnout (Chan, 2006; Chang & Davis, 2009). EI has been shown to
significantly influence a tolerance for stress (Lopes, Cote, & Salovey, 2006) such that higher EI
is linked to lower occupational stress as well as improved psychological and physical health
(e.g., Chan, 2006; Slaski & Cartwright, 2002; Stough et al., 2009). More specifically, EI and
coping appear to combine to mediate the effects of personality on stress (Austin, Saklofske, &
Mastoras, 2010; Saklofske, Austin, Mastoras, Beaton, & Osborne, 2012), highlighting the need
for developing emotional abilities in improving personal coping strategies (Downey, Johnston,
Hansen, Birney, & Stough, 2010). This notion of EI as a positive coping resource for teachers
has also been emphasized by Chan (2008), showing that EI (intrapersonal EI to a greater extent
than interpersonal EI; see Bar-On, 1997, for the distinction) is a significant predictor of active
coping. Furthermore, the impact of teacher self-efficacy on adaptive coping strategies was not
independent of the effects of EI. This interaction effect also aligns with Schwarzer and Hallum’s
(2008) finding that job stress may act as a mediator between self-efficacy and burnout (emotional
exhaustion). Teachers with high self-efficacy (and high EI) appraise and interpret teaching-
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related job demands as more of a challenge rather than a threat, which can certainly aid in the
management of negative affective experiences.
The negative emotional components of occupational stress and burnout, which are
reflected in emotional stress and poor personal emotional self-regulation (two central
components of low EI), are considered a primary reason for teacher dissatisfaction and ultimately
the decision to leave the profession (Darling-Hammond, 2001; Montgomery & Rupp, 2005).
Again, this supports the critical role of EI as an important factor in burnout because negative
emotions and stressful experiences are dependent on an individual’s perception and appraisal of
his or her environment (i.e., a stressor is not a stressor unless it is perceived as such). Individual
differences in appraisals of one’s surroundings are further reflected in coping styles (Chan, 2008;
Endler & Parker, 1994) and self-regulation (Boekaerts, Pintrich, & Zeidner, 2000), which also
have a significant impact on the ability to manage stress (Zeidner & Saklofske, 1996). EI
embodies coping and regulation abilities and has been linked to lower rates of teacher burnout
(e.g., Chan, 2006) and higher levels of well-being (e.g., Brackett, Rivers, & Salovey, 2011;
Chang, 2009). Teachers with high EI have shown to respond more effectively to negatively
charged situations than those with low levels of EI (Perry & Ball, 2007). The research evidence
suggests that EI, reflected in personal coping and self-regulation, is critical in contributing to the
prevention of occupational stress and burnout while improving a teacher’s management of the
classroom.
EI Is Positively Associated With Teacher Efficacy. The link between EI and the
components of efficacy in various contexts has been shown in several recent studies. Gardner
and Stough (2002) found that individuals in positions of workplace management with higher
levels of EI reported a higher likelihood of desiring success, working harder, leading an effective
team, and higher satisfaction in working with peers. Furthermore, workplace performanceenhancing skills, such as successful interactions with colleagues, positive strategies to manage
conflict and stress, and overall job performance, are influenced by EI (Ashkanasey & Daus,
2005; Lopes et al., 2006). The relationship between EI and the ability to cope adaptively in a
variety of circumstances (including classroom teaching) appears to be well established and both
show a strong positive relationship with the management of adverse situations and general stress
(e.g., Brackett & Katulak, 2007; Humphrey, Curran, Morris, Farrell, & Woods, 2007; Zeidner,
Matthews, & Roberts, 2009).
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Wong, Wong, and Peng (2010) argued that these results could also be valid in the school
setting and are congruent with their findings that EI in teachers and middle-level school leaders
were positively related to teachers’ job satisfaction level. Teachers with higher EI reported a
greater attunement to the emotional needs of others, an ability to interact with students in ways
that extend individualized learning opportunities, more effective management of their own
emotional responses (Perry & Ball, 2005), and overall greater effectiveness (Penrose, Perry, &
Ball, 2007). A significant positive relationship between EI and efficacy beliefs was found in
Turkish EFL pre-service teachers, indicating those with higher EI were more likely to employ a
wide array of productive teaching strategies (KoÇoĞlu, 2011).
Parker et al. (2009) emphasize the role of EI in education programs and their effect on
interpersonal and intrapersonal outcomes in the workplace, such as those encountered by health
care providers in medical settings (Louie, Coverdale, & Roberts, 2006). These competencies,
including interpersonal and communicative abilities and empathy, are important dimensions
within most EI models and can be extrapolated to their usefulness within the classroom. The
links between these noted characteristics and EI in addition to the emphasis placed on their
importance for teacher efficacy support the words of Perry and Ball (2005) that “good teaching
does reflect the exercise of emotional intelligence” (p. 11). These findings reinforce the
significance of EI factors in interactive professional roles.
EI Encompasses Emotion Factors Associated With Effective Teaching. The
description of an effective teacher by both students and professionals has been dominated by
emotionally laden characteristics such as caring, understanding, warm, friendly, patient, as well
as abilities to relate to children, to motivate students, and to maintain discipline (Weinstein,
1989). Research has also identified that students value teacher characteristics such as having
control over the classroom, involvement with students and their circumstances, respect and
fairness in the classroom, and showing kindness and helpfulness (Corbett & Wilson, 2002;
McIntyre & Battle, 1998; Thomas, 1998). It is suggested that EI encompasses the underlying,
foundational characteristics and abilities that support positive teacher efficacy. Various studies
have shown that teachers with higher motivation are better at engaging students in the classroom
(e.g., Pintrich, 2003) and teachers with better coping skills are more effective at relating to
students as well as have more adaptive classroom management skills (e.g., Austin, Shah, et al.,
2005; Emmer & Stough, 2001; Libbey, 2004).
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One continuing problem area within teacher efficacy research is the lack of attention to
the sources of teacher efficacy and how these operate in practice (Klassen, Tze, Betts, & Gordon,
2011). The findings reported here hint that the root of these skills may be attributed, at least in
part, to one cohesive construct: EI.
EI-Related Factors Contributing to Teacher Efficacy. Many factors that contribute to
teacher efficacy and may help explain competent teacher behaviour and positive classroom
outcomes overlap with EI. A short list would include emotional regulation ability (ERA),
emotional labour, social-emotional competence (SEC), and components of rational-emotive
behaviour theory (REBT).
Brackett et al. (2010) describe how ERA predicts lower emotional exhaustion, an ability
to develop personal connections with students, and a higher number of positive emotions,
including feelings of accomplishment and satisfaction in teaching. Those teachers with higher
emotional regulation, in other words, who demonstrate an ability to “up-regulate” their positive
emotions and “down-regulate” their negative emotions, are more productive and effective in the
classroom (Sutton & Harper, 2009). Similarly, emotional labour (Hochschild, 1983), described
as the suppression or expression of emotion for the purpose of meeting a goal within the
workplace (e.g., maintaining a positive classroom atmosphere; Brown, 2011; Grandey, 2000), is
a particular challenge in teaching (Brennan, 2006). Furthermore, SEC, consisting of selfawareness, social awareness, responsible decision making, self-management, and relationship
management (Zins, Weissberg, Wang, & Walberg, 2004), is implicated in the development and
maintenance of a prosocial classroom, which fosters learning and decreases the likelihood of
teacher burnout (Jennings & Greenberg, 2009). Teachers with higher SEC contribute to
supportive teacher–student relationships, demonstrate skillful management of student behaviours
and classroom dynamics, and are positive role models for the effective implementation of social
and emotional curricula (Jennings & Greenberg, 2009). REBT (Ellis, 1973) has been applied in
teacher education to help reduce negative student behaviours and decrease teacher stress (Nucci,
2002) based on the notion that undesirable teaching behaviours can be reduced by identifying
and altering behavioural antecedents (thoughts, beliefs, and feelings; Ellis, 1973) and by
addressing both stress-inducing and stress-creating attitudes.
Primary within these four models (ERA, emotional labour, SEC, and REBT) is their
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relationship to EI, which, in turn, influences teacher efficacy. Both emotional labour and ERA
are means of managing emotions based on context and surrounding influences (Brown, 2011). In
both cases, the involvement of emotional response management by the individual fits within
subfactors of the EI construct (e.g., within “managing emotions” of the ability model; Mayer,
Salovey, & Caruso, 2002; Salovey & Mayer, 1990). Though the relationship of SEC to EI has
been debated, it can be argued that EI subsumes the thoughts and actions that result from
emotional competency described within ERA (see Zins, Payton, Weissberg, & Unte O’Brien,
2007, for a review of construct differences). Moreover, EI processes and actions contribute
similarly to positive management in the classroom and are shown to be useful in the explanation
of individual differences in teacher SEC (Jennings & Greenberg, 2009). Similar to ERA and
emotional labour, SEC’s components can also be mapped onto the different domains within EI
subfactors of both EI ability and trait models (e.g., Mayer et al., 2002; Palmer & Stough, 2001;
Petrides & Furnham, 2001; Schutte et al., 1998). Similarly, when examining REBT in the
context of EI, the focus on reducing the individual’s negative emotions and eliminating negative
beliefs in emotionally laden situations can be subsumed under the skills involved in persons who
reflect high EI, as described above by Perry and Ball (2007). More specifically, both the ability
and trait conceptualizations of EI involve manipulation, control, and management of both
pleasant and unpleasant (e.g., stressful) emotions in a myriad of contexts.
How Can EI Facilitate the Enhancement of Teacher Efficacy?
To this point, EI has been shown to mitigate the effects of teacher stress and promote
personal well-being, hence the viewpoint that EI is fundamental to the modification and
enhancement of these teacher efficacy-relevant variables. This is revealed in differences between
individuals with varying levels of emotional management, stress tolerance, and classroom
outcomes (Brackett et al., 2010, 2011; Jennings & Greenberg, 2009).
Acquiring Teaching Skills: Programs Aimed at Improving Teacher Efficacy. There
is debate as to what makes the “best” teacher, whether good teachers are “made or born,” and
how much intelligence and various personality factors contribute to effective and
psychologically healthy teachers. However, there is at least some support that both core
competencies and “qualities” that are commonly identified in effective teachers are at least
partially acquired.
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Attempts to improve positive teaching characteristics have been made through an array of
effective professional development workshops and programs (e.g., Berry, Daughtrey, & Wieder,
2010a, 2010b; Darling-Hammond & Richardson, 2009). These range from strengthening content
knowledge in various subject areas, enhancing pedagogical skills for instructional support, or
improving classroom management skills (e.g., Emmer & Stough, 2001; Zuercher, Kessler, &
Yoshioka, 2011), to skills training in areas such as personal coping (e.g., Austin, Shah, et al.,
2005; Howard & Johnson, 2004). Most of these programs have some component aimed at
increasing teachers’ personal well-being and tend to focus on self-regulation. Interestingly, many
of these components mirror the skills present in individuals with high EI or are taught through EI
training. Some examples include Rational Emotive Education (which corresponds to REBT;
Maag, 2008; Nucci, 2002), which is used in educational settings to aid teachers in reducing
stress, regulating their emotions and behaviour when dealing with disruptive students, and
improving their overall effectiveness; The Caring School Community (Solomon, Watson,
Delucchi, Schaps, & Battistich, 1988); and Promoting Alternative Thinking Strategies (Kusche
& Greenberg, 1994), all of which target the development of a positive classroom climate and
increase of teachers’ responsiveness to the psychosocial and emotional needs of students.
Additional programs focus on developing pedagogical skills related to specific content
knowledge (e.g., mathematics instruction), which also emphasize the importance of increasing
teachers’ confidence in managing students and other social-emotional factors such as student
motivation and engagement (Ross & Bruce, 2007). Evidence also exists that the teacher’s own
emotional efficacy has an impact on successful program implementation (Jennings & Greenberg,
2009).
EI Training for the Enhancement of Teacher Efficacy. The extent to which EI can be
learned or taught (e.g., Humphrey et al., 2007) is still open for debate. However, as discussed
above, certain emotional competencies can be learned or enhanced through training. One means
of increasing EI is to implement developmental EI training. These programs have been
successful in improving EI skills in various populations including a sample of U.K. managers
(Slaski & Cartwright, 2003) and university students at risk for dropout (Parker, Hogan,
Eastabrook, Oke, & Wood, 2006). These studies demonstrate that increasing EI can promote
resilience in the face of increased stress. Gardner (2006) showed EI training to be effective in
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increasing self-reported EI, organizational commitment, and job satisfaction and in reducing
occupational stress.
General application programs of EI have also been developed. Examples include
Mindfulness-Based EI training (Ciarrochi, Blackledge, Bilich, & Bayliss, 2007), a specific
theory-based practical approach to improving EI skills (Kornacki & Caruso, 2007), and a
variation of the Leadership Executive Assessment and Development program based on
Intentional Change Theory and Kolb’s Experiential Learning Theory, which includes an EI
development course (Boyatzis, 2007; see also Cherniss & Adler, 2000). The theories, techniques,
and effectiveness of each of these three programs in addition to the program discussed below
(Brackett & Katulak, 2007) have been examined in the research literature (see Ciarrochi &
Mayer, 2007).
Other programs specifically related to the classroom and educational context have also
been developed. The Collaboration for Academic, Social, and Emotional Learning provides
programs for the training of social and emotional skills in teachers and students, including the
program, The Emotionally Intelligent Teacher. This is a workshop based on the Mayer et al.
(2002) model, presented in four sections that includes perceiving, using, understanding, and
managing emotions, and provides teachers with strategies to increase EI skills in personal and
professional relationships. It involves activities designed to increase school effectiveness through
the development of EI skills aimed at improving interactions within the school community
(Brackett & Katulak, 2007). RULER (recognizing, understanding, labelling, expressing, and
regulating emotions) is a school-based EI intervention program, involving students, teachers,
family members, and school leaders aimed at building skills to improve decision making,
relationship building, and more positive well-being in the school environment (Brackett et al.,
2011). Though this program is designed for a wider audience and not limited to teachers,
classrooms engaged in this program showed more positive interactions, greater enthusiasm about
learning, less bullying instances with students, and less anger and frustration expressed by
students (Brackett et al., 2011).
More recently, a psycho-educational program developed by Hansen, Gardner, and Stough
(2007) in Australia teaches the management of occupational stress through the development of
EI. In its application for teachers, this program has been modified by Hansen (2010; “Emotional
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Intelligence in the Classroom”) and is based on a similar theoretical model that focuses on the
development of skills related to emotional self-awareness and expression, and emotions attached
to awareness of others, reasoning, self-management, management of others, and self-control.
Empirical evaluation of the original Australian program was successful in increasing the
participants’ EI, reducing their occupational stress, and improving their psychological and
physical well-being (Gardner, 2005). A pilot study of this program with Canadian student
teachers suggested that EI scores did increase at the conclusion of the program, one month
following completion (Poole & Saklofske, 2009). Considering the links between higher levels of
EI, lower occupational stress, and better psychological and physical well-being (Chan, 2006;
Gardner, 2005; Nikolaou, 2002; Pau & Croucher, 2003; Slaski & Cartwright, 2002, 2003), there
is considerable potential in exploring options for increasing EI in teachers.
Conclusion and Future Research Directions
The increasing demands on teachers’ intellectual and emotional resources are linked to
increased occupational stress, burnout, and decreased job satisfaction (e.g., Chang, 2009; Chang
& Davis, 2009; Hakanen et al., 2006; Lens & de Jesus, 1999). The effects of both acute and
chronic stress affect not only the physical and psychological health of teachers but also their
“sense” of efficacy both personally and professionally, which, in turn, is a powerful predictor of
student learning and achievement (Corbett & Wilson, 2002; Murphy et al., 2004; Thomas, 1998).
A hallmark of effective teaching is reflected in the ability to manage emotions and to implement
effective coping strategies during stressful times. Though professional development programs
most often focus on core teaching competencies, the myriad of factors that comprise teacher
efficacy have largely been attributed to emotionally laden characteristics (e.g., Corbett & Wilson,
2002; McIntyre & Battle, 1998). EI would appear to provide the foundation for enhancing
teacher efficacy.
Most encouraging are the findings that EI can be increased through the use of evidencebased programs. Research has shown that increasing EI leads to more effective stress
management (e.g., Gardner, 2006), but this may also increase job satisfaction and overall wellbeing (Austin, Saklofske, et al., 2005; Chan, 2006; Stough et al., 2009). Furthermore, EI has
been both directly and indirectly linked to specific teaching factors such as leadership, conflict
management, motivation, and positive communication strategies (e.g., Gardner & Stough, 2002;
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Perry & Ball, 2005). Programs that increase EI should therefore provide an avenue through
which to augment and enhance teacher efficacy and associated indicators that describe the
“effective” teacher. Following from earlier studies of EI programs for teachers (e.g., “Emotional
Intelligence in the Classroom”; Hansen, 2010), a study is being initiated by the authors with preservice teachers during their university training program and first years of teaching.
Brackett et al. (2011) suggest that an emotionally positive learning environment is the
foundation for both academic engagement and achievement. This fact further emphasizes that
effective teaching demands skills beyond the conveyance of academic knowledge and requires
emotion-related competencies. EI would seem to have the potential to improve psychological
well-being, decrease stress, and increase teacher efficacy, thus ultimately influencing student and
classroom outcomes.
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Chapter 3
EI & Teachers: Paving the Way for a Comprehensive Program Evaluation
The preceding chapters reviewed the construct of EI as well as its impact on teachers.
This chapter describes two specific aspects of the thesis. The first is a detailing of the specific EI
program and its components that were used in this research. The second provides the rationale,
conceptual framework, and program theory surrounding this comprehensive program evaluation.
Methodology and terminology follow program evaluation standards and are described below
(Astbury & Leeuw, 2010; Friedman, 2001; Grembowski, 2001; Lipsy, 1993; Weiss, 1972).
While various terms that reflect the evaluation of processes are used in the exploration of the
program’s mechanisms, the ‘causal model’ approach commonly employed in program evaluation
studies and research (Petrosino, 2000) is utilized here.
Though EI programs continue to show utility in increasing EI as well as in managing the
potential negative effects of stress and improving positive coping outcomes, the need for an
empirically-validated program remains. In other words, this work aims to replicate outcomes
seen in previous research, with the added component of assessing the fidelity of program
implementation and exploring potential processes by which the changes in outcomes could have
occurred, i.e., the potential of the "how and why.”
In chapter 2 (Vesely et al., 2013) the high emotional demands of teaching and the
resulting challenges facing teachers were outlined. The following description outlines the
Swinburne EI model after which the program theory identifies how the components of the
program work to address these challenges. This program is targeted specifically at teachers and
is implemented here with teachers-in-training.
EI Model used in the Present Studies: The Swinburne EI Model (GENOS)
The Genos model, also called the Swinburne model, is categorized under the trait
framework and was developed in the context of workplace management (Palmer & Stough,
2001; Gignac, 2008). It identifies seven factors that comprise the EI construct, which alludes to
the individual’s self-perceptions of his or her emotional abilities. This includes a) identifying
personal feelings and emotional states and the expression of those inner feeling to others; b)
incorporation of emotions and emotional knowledge into decision making and/or problem
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solving; c) identifying and understanding the emotions of others; d) managing positive and
negative emotions within both the self and others; and e) effectively controlling the emotional
states that are experienced such as in anger, stress, frustration (Gignac, 2008). Stated more
explicitly, the seven factors that comprise this model include emotions attached to selfawareness, expression, awareness of others, reasoning, self-management, management of others,
and self-control. This theoretical model has a corresponding self-report scale, The Genos
Emotional Intelligence Test (GENOS; Gignac, 2008), that measures each of the seven factors
separating a) and d) each into two different sub-factors - self and others, providing scores of
‘typical performance,’ and assessing the relative frequency which individuals engage in
emotionally intelligent behaviors.
The Swinburne model was specifically chosen for the present studies because of its
empirical support in relation to workplace climate, job satisfaction, and occupational
performance (Gardner & Stough, 2002) as well as the more recent empirical support for
improvement of teacher stress management (Gardner, Hansen, & Stough, 2008; Poole &
Saklofske, 2009). The corresponding measure to the Swinburne model allows for assessment of
the parallel EI facets that are trained throughout the program. Such self-report measures of EI
have been argued to provide highest utility in workplace applications such as in relation to
desired performance outcomes (Palmer, 2007). Further, the program being evaluated, though
initially created for occupational development in workplace management domains, has recently
been modified for specific use with teachers (Gardner, Stough, & Hansen, 2008).

3

Implementation: The Swinburne EI Program
The Swinburne EI program, Managing Occupational Stress through the development of
Emotional Intelligence: A Professional Development Program for Teachers (Gardner, Stough, &
Hansen, 2008) is based on the described Swinburne model of EI and incorporates its seven facets

3

An important note before moving forward lies in clarifying that even though the GENOS is presented
within the trait framework, this is so due to its means of measurement as self-report, and does not hold the
theoretical assumption of trait stability as described by personality researchers. It is imperative to re-iterate the term
EI competence, as described above by Mikolajczak (2009) in order to emphasize the expectation of EI malleability
as a result of EI training.
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into the components of the program. A ‘logic model,’ as commonly utilized for program
evaluation studies and shown in Figure 1, describes how the program fits together by presenting
a detailed description of resource and activity inputs, outputs, and outcomes involved in the
evaluation.
Figure 1: Logic Model of Implementation

Note. Outputs refer to the numbers of the second two phases of the evaluation.

The general focus of the program is on the development of skills related to emotional
self-awareness and expression, as well as emotions attached to awareness of others, reasoning,
self-management, management of others, and self-control. Each of these content areas relate
specifically to teacher-relevant contexts and are taught with a classroom perspective in mind.
The program consists of five group sessions, each approximately two hours long, utilizing a
workshop format that involves lectures, group discussions, workbook exercises, and home
assignments. The evaluation of outputs reflects both quantitative and qualitative data. The
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components of the program include: psychoeducation, education and demonstration of coping
skills, scenario discussions, group activities, homework, self-reflection, worksheets, and goalsetting exercises. Each of these propensities is dependent upon the content of daily presentations.
Examples of component descriptions appear in Table 26 (Appendix A). An overview of the
content of each session of the program is found in Table 27 (Appendix A). Organizational and
activity-based changes to the original program can be found in Appendix C.
Rationale for Comprehensive Program Evaluation: Conceptual Framework
This study follows standard program evaluation methodology with the inclusion of
process measures that reflect implementation and participant satisfaction in addition to an
outcome evaluation (Astbury & Leeuw, 2010; Friedman, 2001; Grembowski, 2001; Lipsy, 1993;
Weiss, 1972). Prior to describing the individual sections, an overview of the theoretical
framework for evaluation follows.
The purpose of this evaluation was not only to assess the impact of the entirety of the
program on various outcomes, but also to ensure fidelity and program integrity of each of the
components. Such design was proposed in order to avoid the frequent mistake made by many
researchers in program evaluation, namely the “black-box-design” that assumes the program
process without documenting its content and delivery (Astbury & Leeuw, 2010) or the analysis
of outcomes of an intervention without assessing each individual mechanism and the components
that comprise it. If outcomes are measured without ensuring accurate implementation of delivery
and/or participation and understanding of program content, there remain questions regarding
whether non-significant findings reflect the program itself or the failure to implement the
program as intended.
To assess and confirm the assumptions underlying service delivery and the processes of
this EI program for teachers, causal (Figure 2) and logic (Figure 1 above) models were
developed. These models provide a means through which to disentangle these underlying
assumptions by providing a theory of implementation as well as a theory of cause and effect
(Bishop & Vingilis, 2006; Grembowski, 2001).
A theory of implementation refers to the strategies or features of a program that are
involved with the delivery of services. A theory of cause and effect refers to the step-by-step
explanation of how the program will cause its short, intermediate, and long-term outcomes based
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on the underlying assumptions (Grembowski, 2001; Petrosino, 2000). A description of the
program theory, which aids in the identification of mechanisms leading to program outcomes, is
detailed (Astbury & Leeuw, 2010).
EI Training as a Support for Teachers: Theory of Cause and Effect. The causal
model for the teacher EI program, as commonly employed in program evaluation research (e.g.,
Petrosino, 2000) and summarized in Figure 2, presents the hypothesized causal pathways that the
pre-service teachers followed as they progressed through the program. These pathways attempt
to articulate the program theory, building “an explanatory account of how the program works,
with whom, and under what circumstances” (Astbury & Leeuw, 2010; p.365). It emphasizes the
possible basic mechanisms required in order for the intended outcomes to have an impact.
Figure 2: Causal Model – What are the Pathways?

Note. Each of the shorter arrows refers to an “if-then” statement, where if one assumption is met, then the next
assumption may begin, and propels forward onto the next. It is important to note that this diagram simplifies the
possible mechanisms; ESA = emotional self-awareness; EE = emotional expression; EAO = emotional awareness of
others; ER = emotional reasoning; ESM = emotional self-management; EMO = emotional management of others;
ESC = emotional self-control.
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The seven-factor model of EI distinguishes seven separate facets of EI. Each of these is
hypothesized to influence an individual’s general EI. The Genos theoretical model, summarized
in Figure 3, identifies moods and feelings in the center of the model as emotions that are not just
experienced, but that influence decisions, behaviors, and performance (Palmer & Stough, 2001;
Gignac, 2008). As a result, the skills related
Figure 3: GENOS EI Model (Gignac, 2008)

to emotion that appear as seven skills within
the dark blue circled area, represent those
which aid individuals to perceive, understand,
and manage emotions such that one positively
impacts decisions, behaviors, and
performance at work (in this case in the
classroom). The outermost ring corresponds
to the positive characteristics and expressions
that would result from increased ability in EI
skills that suggest individuals would be
present, empathetic, and resilient, for
example, versus those who are less skillful,
would be described by characteristics in the

third circle from the center as disconnected, insensitive, and temperamental. Each of these
adjectives is descriptive of the behaviors corresponding to one of the seven EI skills. For
instance, an individual with high emotional self-awareness (ESA) may be perceived as present
with his or her decisions, behaviors, and performance matching this description, whereas
individuals low in ESA might be viewed as acting in a manner that is disconnected (Palmer &
Stough, 2001; Palmer, Stough, Hamer, & Gignac, 2009). Referring back to Figure 2, the causal
model, this EI theory provides the foundation for the final three boxes, namely the pathway from
EI to outcomes. Specifically, the model can be used to understand how an increase in each of
these seven skills could lead to an increase in outcomes such as improved stress management,
coping ability, teaching efficacy, and resilience, each of which was measured in this dissertation.
Using emotional expression (EE) as an example, an individual who is skillful in expressing his or
her emotions, would be an open communicator, speak directly to the appropriate individual at the
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right time, thus leading to positive outcomes such as being perceived as effective in the
classroom.
It is important to note that the causal model in Figure 2 represents the seven EI skills
individually. Though the GENOS EI model in Figure 3 is not specifically noted to be
hierarchical, its theory does imply some foundational skills. For example, referencing a need for
emotional self-awareness may be seen as a requisite to effectively expressing, managing, and
controlling emotions. This 7-facet model was based originally on the hierarchical model of
Mayer and Salovey (1990). However, the GENOS model does not indicate a hierarchy directly.
As a result the causal model identified here lists the seven skills individually, but acknowledges
that the theoretical underpinnings for how the skills aid one-another, or are required to build on
each other, are unclear. As noted, competing theories are often controversial, reflected in
different models indicating different relationships to one another (Salovey & Mayer, 1990 vs.
Petrides et al., 2009), and remain mostly undefined in terms of the necessity of the acquisition of
one skill for the other. This being said, the correlations between each of the seven facets (Gignac,
2008) are an aid in determining which facet may be more or less related to one another, with the
factor structure denoting the relevance of each factor to general EI. However, for the purposes of
this dissertation, this causal model leaves open the possibility that multiple skills may be
required to improve other skills, such as ESA being necessary for EE, but does not assert this
notion. For example, it is possible that a lack of verbal articulation of the awareness of emotions
may not translate into ineffectively expressing and managing them. However, the theory does
assert that the acquisition of each skill individually should lead to some improvement in that
specific skill itself such as learning ESA skills (e.g., mindfulness practice) will lead to increased
ESA.
It is important to discuss the first four boxes of the causal model, namely, the acquisition
of skills and the mechanisms by which this EI learning occurs. In terms of theory, the authors of
the program do not specifically assert that the processes of their training are theoretically
grounded, noting that it is based on empirical evidence in support of specific activities and
training modules that have previously indicated an increase in particular EI skills (e.g., Gardner,
2005; Gardner, Stough, & Hansen, 2008). Since a theory-driven evaluation includes both a
conceptual and an empirical component (Rogers, Hasci, Petrosino, & Huebner, 2000), the
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subsequent section describes the original program development as well as the rationale behind
the use of certain components for the teacher-specific program.
Empirical Component. The original Swinburne Stress Management Program (SSMP)
was aimed at the general workplace and employed an earlier Swinburne model, which had only
five factors (Gardner, 2005). This provided the foundation for the current seven-factor EI
program, which combined typical aspects of stress management with EI development. Gardner
(2005) classifies the SSMP as a secondary intervention according to Kendall, Murphy, O’Neill,
& Bursnall’s (2000) categorization of approaches to managing stress. This involves intervention
strategies that are designed to change individual’s reactions to stressors.
The SSMP involves three primary components that are foundational to the program: 1)
conceptual information regarding stress and its relationship to EI, 2) self-assessments that build
awareness of strengths and weaknesses in individual EI, and 3) skills training that aid the
development of strategies for coping (Hansen, Gardner, & Stough, 2007). Components 1 and 2
are placed in the causal model summarized in Figure 2 under “psychoeducation” and component
3 under the remaining activities in the same (2nd) box.
In addition to these foundational components, the SSMP incorporated a number of
empirically supported exercises shown to be effective in programs focused on training for
empathy, anger management, and conflict management (Gardner, 2005). Empirically-based
activities from the original program development can be seen in Table 28 in Appendix A, which
depicts a list of activities comprising the original program, alongside the EI skill(s) they are
meant to increase, and the evidence that supports the activity’s efficacy. These include exercises
that ask participants to identify situations that trigger emotional reactions and those that aid
individuals in learning how to manage those situations more effectively as suggested by Howells
et al. (2005); for example, relaxation or cognitive restructuring. These activities have shown to
increase EI dimensions such as EI recognition and expression, emotional management, and
emotional control (Gardner, 2005).
The teacher-specific program (Gardner, Stough, & Hansen, 2008) was built upon the
SSMP program utilizing the updated seven-factor GENOS model while adding a teacher-specific
focus with activities that incorporate examples oriented to the classroom. For the most part, these
activities kept the same rationale and empirical support, but were contextualized to a teacher
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audience. The program used in this dissertation was a slightly altered version of this teacherspecific program with adaptations by this author, incorporating changes that were of
organizational and logistical nature. A number of additions also included content changes which
added a more clinically-based focus to certain activities or demonstrations, increased participant
involvement through discussion and practice, and added more in-depth contextualization of
examples. A review of specific changes for each revision is presented in Appendix C.
Conceptual Component. Despite the original program development not being driven
directly by theory, the process by which these skills are acquired throughout the program can be
theoretically explained. The causal model, Figure 2, summarizes the model with a focus on
changes and objectives at the teacher level, which hypothesize the stages and acquisition of EI
skills leading to more general positive outcomes. The assumptions of this teacher EI program
hypothesize that, if pre-service teachers are provided with the above-described EI program and
all of its components, then pre-service teachers will choose to participate in the required
components of psychoeducation, demonstration of coping and other skills, scenario discussions,
group activities, and homework that includes self-reflections, worksheets, practice, and goalsetting. Participation would lead to understanding of information and skills taught, which would
then translate into application of these skills. If skills are applied, higher levels of EI in one or
more domains of EI applied should result. There is an awareness that this is a simplified model,
as there are numerous possible pathways, with each of the program components directing the
pathways. For example, pychoeducation involves learning about the stress process and how EI
skills may help to mitigate the effects of stress generally, and then specifically, how each EI skill
can help decrease certain negative outcomes in individuals. Each participant should understand
this explanation generally and then individually apply this understanding to his own actions and
routine.
Using emotional expression as an example, participants would need to understand how
individuals generally express emotions on a continuum of maladaptive to adaptive, further
understand how they personally express emotions in a given situation, and determine if this
expression is adaptive or not. If an individual, for example, becomes aware that he tends to
express negative emotions through body language, he would then set a goal to ‘check in’ with
himself (which is one of the skills learned in session one), at certain time points throughout the
day, and practice softening these maladaptive movements. In this case, each component, self-
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reflection, practice outside of session, and other homework activities, may facilitate an
awareness and acquisition of emotional expression. After applying this exercise for a period of
time, dependent on the degree to which it is engrained, the unwanted negative body language
should decrease, thus improving emotional expression skills.
This general trajectory could be theoretically supported using a number of skills
acquisition models such as those used to understand stress appraisal and acquisition of coping
resources (e.g., Lazarus, 1993; Lazarus & Folkman, 1987), as well as cognitive behavioral theory
from the clinical intervention literature (D. Dobson & Dobson, 2009; K. Dobson & Dozois,
2001). Development of these skills generally requires psychoeducation, insurance of the
understanding of the information, generation of self-awareness around personal behavior, and
application of new skills to induce behavioural change. This fits with the causal model’s
trajectory of: participation  understanding  application, especially given a consideration of
the composition of skills. It can be argued that skills are comprised of both declarative and
procedural knowledge (Fiori, 2009), which would mean that in order to develop a skill, new
knowledge must be gained and then applied in the necessary context. Specifically relating this to
EI skills acquisition, Fiori (2009) draws upon the top-down approach in the cognitive literature
(Sun, Peterson, & Merrill, 1996) to describe how EI knowledge can develop into an applicable
skill through practice, as it strengthens the relationship between declarative and procedural
knowledge. This would refer to gaining a better understanding of general emotions and then
being able to contextualize and apply these emotional competencies. Other models also
emphasize the need for practice (Howells et al., 2005; Huppert & Johnson, 2010) in order for
behavior change to occur, something that is also emphasized in this program.
It is also possible that one of the primary mechanisms that drives change is an increase in
general self-awareness and self-reflection (e.g., Kong, 2010; Shapiro, Schwatrtz, & Bonner,
1998). This introspection could be seen as an important step in understanding how skills apply to
the individual, thus facilitating the pathway to application of skills and ultimately to behavior
change. This is particularly relevant to this program, as one of the EI facets is emotional selfawareness. In line with this, the program includes an activity that involves identifying situations
that might elicit negative emotions and thus are likely to trigger poor emotional control (Gardner,
2005). The activity, taught in the emotional self-control module, is intended to create a general
sense of awareness to facilitate a plan for behavior change.
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The overarching causal model may also be influenced by theories of behavior change and
social cognition, reflected in the theories of planned behavior (TPB; Ajzen, 1991) and selfefficacy (Bandura, 1986). The TPB addresses the relation between beliefs and behavior by
emphasizing that attitudes toward behavior, subjective norms, and perceived behavioral control
impact an individual’s intention to perform a behavior and thus their actions. Relatedly, and
sometimes overlapping, self-efficacy theory can play a role as well. Self-efficacy theory involves
the understanding and application of skills learned, reinforcement through past experiences,
physiological and verbal feedback, and vicarious experiences. Specifically, by improving
knowledge about EI-related skills, one would improve teachers’ confidence in using such skills,
which may lead to higher perceived self-efficacy in teaching. Given that self-efficacy is a strong
predictor of behavior, if teachers feel efficacious in managing stress, this may impact their ability
to do so in practice. This notion of perceived efficacy of various skills having an impact on
performance, behavior, and other outcomes has been highlighted in a variety of contexts and
shown to bring about changes that are measured using more objective measures such as other
reports and performance measures (e.g., Keefer, 2015). These additional theories may further
explain why individuals would choose to engage in the EI program as well as their continued
engagement and motivation throughout the workshop series.
The causal model represents a simplified trajectory. Hence, multiple possible
interruptions could be considered: a) partial participation, completing any number of
combinations of the components, for only some or all of the skills, which would result in
improvement only for those skills for which the full pathway was realized, b) lack of
understanding or incorrect application of information/skills such as engaging in all the activities
but setting goals/practicing in a way that misapplies the tools, c) lack of ‘practice’ which while
reflecting an understanding of the information and skills taught, does not provide adequate
practice to induce behavioral change, and d) limited self-introspection or ability to self-reflect.
Each of these factors are recognized and measured in order to provide a more complete
theoretical understanding of the program theory. It is also important to note that related factors
such as motivation (Millet & Rollnick, 1991) and the individual’s ‘readiness for change’
(Prochaska, DiClemente, & Norcross, 1992) have been previously examined when assessing
learning and change theories and noted to have a significant impact on behavioral outcomes. For
the purposes of this dissertation, it is assumed that the voluntary nature of this study resulted in
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participants who met most of these criteria, specifically those related to motivational factors. A
summary of these study limitations is provided in the discussion.
Evaluation Objectives
This comprehensive evaluation assessed the above-described theory-driven EI program
for teachers, inclusive of processes, and short and intermediate outcomes. The evaluation was
based upon the quantitative and qualitative data collected and analyzed in order to measure each
step of the proposed causal model. This program evaluation was aimed at the following
objectives:
Objective 1: To evaluate whether the pre-service teachers in the EI program group self-reported
higher EI relative to the control group over the five weeks of the program and at follow -up time
points.
Objective 2: To evaluate the impact of the EI program on pre-service teacher related outcomes
(stress, coping, resilience, teacher efficacy, life satisfaction). This would imply assessment of
whether the EI program group rated themselves lower on stress and higher on coping ability,
resilience, life satisfaction, and teacher efficacy post-program relative to the control group over
the five program weeks and at follow-up time points.
Objective 3: To evaluate the fidelity with which the program was delivered to pre-service
teachers (i.e., evaluate effective implementation and presentation).
Objective 4: To evaluate the pre-service teachers’ participation, understanding of information/
skills learned, and the extent to which they applied the skills learned during the program.
It is noteworthy that the above objectives evaluate process and outcome at the program
and teacher levels. Evaluations at the Classroom Level were not part of this study. If this part of
the evaluation were to be conducted, it would involve Objective 5, an evaluation of the impact of
higher teacher EI on student and classroom outcomes and hence could speak to the degree to
which students of teachers from the program group report higher levels of classroom climate and
other academic outcomes at 1-2 years follow-up relative to the control group.
The subsequent two chapters detail the three rounds of EI program administration.
Chapter 4 consists of a description of the organization of the studies and the pilot study. Chapter
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5 details the second two administrations of the program and discusses the full program
evaluation.
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Chapter 4
The Present Study: Administering the EI Training Program
This chapter outlines the organization of all phases of administration of the EI program
for teachers and follows with the outcome evaluation from phase one.
Study Set-up and Phases of Data Collection
This dissertation is divided into three phases of data collection as drawn from the
administration of several versions of the EI training program, Managing Stress through
developing Emotional Intelligence: A Professional Development Program for Teachers
(Gardner, Hansen, & Stough, 2008). Figure 4 provides an overview of the study set-up. Results
of each of the studies are divided into two parts: a) an outcome evaluation involving program
outcomes related to psychological health and wellbeing as well as performance self-efficacy of
participants and b) a process evaluation, the results of which involve the fidelity of
implementation of each step of the program. Phase one includes an outcome evaluation only,
focused solely on the initial success of the program. Phases two and three include both outcome
and process evaluations. The added process evaluation allows the researcher to unpack potential
processes by which change may occur. The rationale for more than two phases resides in the
difficulty with attrition that required further recruitment, as well as the advantages of having
smaller classroom sizes to promote small-group discussion.
Procedures of each phase will be described within their corresponding chapters; however,
a detailed outline of measures used for the outcome evaluations of each phase is outlined in
Table 29 (Appendix A). This allows for easy appraisal of differences as well as provides a
description and rationale for use at each of four collection time points that included pre-program,
post-program, one-month, and six-month follow-up time points. Though there are slight
differences in the inclusion of measures between phases one and the subsequent two phases,
most of the scales are administered in all phases and the process evaluations for phases two and
three are congruent with one another. Unless specified in the description column under
‘Discrepancy,’ in Table 29 of Appendix A, each listed measure was used in all phases of the data
collection and at all time points of each phase excluding phase one, which did not collect sixmonth follow-up data.
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Figure 4: Dissertation Set-up

Note. Phases two and three contain a slightly revised list of the questionnaires from phase one. The separate colours
represent different versions of the program in between which changes were made to the content and organization of
the information.

The Present Study: Phase One – Outcome Evaluation Only
This chapter includes the write-up of phase one, previously published in the Journal of
Personality and Individual Differences (and thus containing some repetition throughout the
4

literature review ) and is inserted below. Phases two and three are detailed in Chapter 5 and
comprise phases two and three of data collection grouped into one segment of analysis.
Descriptions of the revisions to the program versions can be found in Appendix C.

4

To avoid repetition, the reader may move ahead to the ‘present study’ section on page 76 of the subsequent article.
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Abstract
Teaching is a profession of high occupational stress and ‘emotional labour’ that can potentially
result in job dissatisfaction, mental health problems, and leaving the profession. Emotional
intelligence (EI) encompasses an array of emotional competencies that facilitate the
identification, processing, and regulation of emotion and may enhance successful stress
management, as well as augmentation of teacher well-being and classroom performance.
Drawing upon research that EI can be developed through specific training, a modified version of
the program, ‘‘Managing Occupational Stress through the Development of Emotional
Intelligence’’ (Gardner, Stough, & Hansen, 2008), was administered to pre-service teachers over
a five-week period. A control group completed only the questionnaire protocol of EI and other
measures at the start, end, and one month following the program. Results were generally in line
with those obtained by Poole and Saklofske (2009) suggesting that EI and related psychological
well-being variables can be positively impacted by focused EI training.

Keywords
emotional intelligence training program; teacher efficacy; coping; stress; wellbeing

Introduction
Teaching is recognized as one of the most important occupations in contemporary
society, given the teacher’s pivotal role in student learning and achievement and the preparation
of children and adolescents for life and its responsibilities as adults (e.g., Mclntyre & Battle,
1998; Murphy, Delli, & Edwards, 2004). However, for decades, researchers and educators have
also described the detrimental impact of teacher stress in Canadian schools and its cost to both
the education system and society at large (Savage, Saklofske, & Mollard, 1988). Teaching can
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certainly be described as a job of high ‘emotional labour’ (Brennan, 2006; Hargreaves, 1998)
with elevated levels of occupational stress (e.g., Chang, 2009; Kokkinos, 2007), often resulting
in job dissatisfaction, mental health problems, and leaving the profession (Chan, 2006).
The causes of stress in teaching are quite variable, ranging from managing large classes
of diverse students to substantial expectations from parents and administrators. However, it is the
‘stresses and strain’ that result from these, often excessive and continuous, emotional demands
that ultimately impact not only teachers, but the educational, personal, social, and emotional
outcomes of their students (Chan, 2006). The new movement in current research, with an
emphasis on school-based mental health (Leschied, Flett, & Saklofske, 2013), has recently
directed attention to addressing negative psychological outcomes resulting from these emotional
demands. An overdue focus is now being placed on supporting the psychological health and
wellbeing of teachers.
The assumption that teachers can ‘naturally’ manage stress effectively has been
challenged (Austin, Shah, & Muncer, 2005; Parker, Saklofske, Wood, & Collin, 2009). While
there is evidence that modifying environments and providing required support structures can
impact teacher stress (Brackett, Palomera, Mojsa-Kaja, Reyes, & Salovey, 2010), successfully
managing stress can be further enhanced by providing individuals with an increased capacity to
cope and address the physiological and psychological effects of stress that in turn, lead to
increases in one’s personal and professional sense of wellness and well-being. Though
researchers are cognizant of the need to support the psychological health of teachers, there
remains a dearth of applicable, empirically based training programs aimed at effectively
managing teacher stress in the classroom.
Emotional Intelligence and Teacher Stress
Emotional intelligence (EI), encompassing an array of emotional competencies that
facilitate the identification, processing, and regulation of emotion (Austin, Saklofske, & Egan,
2005), has been shown to provide an avenue for supporting psychological and physical health
and wellbeing. Drawing upon research from psychology, education, and occupational
management, it has been argued that higher levels of EI can mediate stress escalation and
improve its management (e.g., Chan, 2006; Saklofske, Austin, Mastoras, Beaton, & Osborne,
2012), that EI can help facilitate effective teaching (e.g., Perry & Ball, 2005), and that EI skills
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overlap with and may contribute to or underlie a large portion of the positive factors comprising
teacher efficacy (Vesely, Saklofske, & Leschied, 2013).
It has been consistently reported that higher EI is associated with less occupational stress
and greater psychological and physical health (see Stough, Saklofske, & Parker, 2009), in
addition to facilitating adaptive coping and managing adverse situations effectively in a variety
of circumstances (e.g., Brackett & Katulak, 2007; Humphrey, Curran, Morris, Farrell, & Woods,
2007; Zeidner, Matthews, & Roberts, 2009). Brackett and Katulak (2006) reported on the
positive relationship between increased social and emotional skills, and effective teaching and
teacher wellbeing. Perry and Ball (2005) described the greater attunement to the emotional needs
of others, ability to interact with students in ways that extend individualized learning
opportunities, and more effective management of their own emotional responses in those
teachers with higher EI. Such examples highlight the potential importance of EI in education and
their effect on interpersonal and intrapersonal outcomes in the workplace. Furthermore, research
has provided preliminary evidence that EI capacity and skills can be developed through specific
EI-program training (e.g., Gardner, 2005; Parker et al., 2009; Poole & Saklofske, 2009).
Teachers, Pre-Service Teachers, and EI Training
Programs have been developed to manage occupational stress through EI training
(Hansen, Gardner, & Stough, 2007). More general applications of EI principles have been
utilized to improve emotional management and regulation including mindfulness-based EI
training (Ciarrochi, Blackledge, Bilich, & Bayliss, 2007), a theory-based practical training of EI
skills (Kornacki & Caruso, 2007), and an EI development course within a variation of the
Leadership Executive Assessment and Development program (Boyatzis, 2007; see also Cherniss
& Adler, 2000). Researchers have been successful in improving EI skills in various groups
ranging from UK managers (Slaski & Cartwright, 2003) to university students at risk for dropout
(Parker, Hogan, Eastabrook, Oke, & Wood, 2006). Research also suggests that resilience, the
management of the stress, and ways of addressing adverse situations can be improved by
increasing EI. Gardner (2006) also showed EI training to be effective in increasing self-reported
EI, organizational commitment, and job satisfaction as well as in reducing occupational stress.
The EI training program by Hansen and colleagues (2007) has been adapted for use with
teachers (‘‘Managing Occupational Stress through the Development of Emotional Intelligence’’)

76

EMOTIONAL INTELLIGENCE AND TEACHING
as well as for both teachers and students (Hansen, 2010; ‘‘Emotional Intelligence in the
Classroom’’). An evaluation of the former, the original Australian program, was successful in
increasing the participants’ EI, reducing their occupational stress, and improving their
psychological and physical wellbeing (Gardner, 2005). A study of this program with Canadian
student teachers suggested that EI scores did increase at the conclusion of the program and one
month following completion (Poole & Saklofske, 2009). Encouraged by these findings, more
studies are needed to provide further evidence for the use of such training within pre-service
teacher programs, and to empirically validate the specific outcomes of EI programs.
The present study: Program version One – Phase One

6

The present study is part of an ongoing research program evaluating the efficacy and
effectiveness of emotional intelligence training for teachers. The program currently used in our
research is a revised version of the training modules based on the Swinburne emotional
intelligence model described by Palmer and Stough (2001). Considering the links between higher
levels of EI, lower occupational stress, and increased psychological and physical wellbeing
(Chan, 2006; Gardner, 2005; Nikolaou, 2002; Pau & Croucher, 2003; Slaski & Cartwright, 2002;
2003), there is considerable potential in exploring options for increasing EI in teachers. The
purpose of this investigation is to provide further empirical support for EI training with preservice teachers (individuals in teacher’s college) as this is a critical time to focus on enhancing
EI skills with the further intention of preventing negative outcomes related to both teacher health
and wellbeing.
‘Teachers-in-training’ or pre-service teachers are particularly ‘vulnerable’ to the
multitude of stressors found in the early years of their careers, which is likely a major reason
such a large number leave teaching within the first 5–6 years. Palomera and colleagues (2008)
have argued that pre-service teacher training programs are the ‘‘priority educational context’’ for
developing emotional competencies in teachers in the short term but also for promoting ongoing
personal and professional development. Kyricacou (2001) further recommended that research is
required to assess the effectiveness of particular intervention strategies directed at reducing

6

This title has been altered slightly from the original article to create higher level of congruence between chapters
of this dissertation.
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teacher stress. While there are many programs that have found their way into schools, few are
theoretically grounded or have been empirically evaluated. This has led Jennings and Greenberg
(2009) to call for a systematic research agenda to address and evaluate the potential efficacy of
teacher intervention strategies that are intended to promote their social and emotional
competence.
Consistent with the discussed literature, it was expected that those pre-service teachers
who completed the five week EI training program would show significant increases in both
measures of EI as well as measures of resiliency, efficacy, wellbeing, and alternatively,
decreases in self-reported stress and anxiety. In contrast, and as expected, we predicted the
control group would not show significant changes in any of the measures from pre to post
testing.
Method
Participants and Procedure
Participants were 49 undergraduate teacher candidate students (89% female) with a mean
age of 26.5 years (SD = 6.19) who were recruited from two large Canadian universities.
Participants from one university comprised the group who received the EI training program (N =
23) and those from the other university served as control subjects (N = 26). Participants in the EI
group completed the battery of measures at the start and end of the EI program (pre and posttest) as well as at one-month follow-up. Those in the program group participated in five
consecutive weeks of an EI program, each consisting of a group session approximately one and a
half hours in length, utilizing a workshop format, group discussion, and workbook exercises
followed by home assignments (e.g., skill practice). The skill development program was based
on the Swinburne EI model consisting of modules on emotional self-awareness and expression,
emotions attached to awareness of others, reasoning, self-management, management of others,
and self-control. The control group completed the online questionnaire portion of the study,
completing measures on only two occasions corresponding to the pre- and post-test times of the
EI group.
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Measures
Demographics questionnaire (DQ). The DQ is a brief questionnaire providing
information on age, sex, gender, previous education, grades, ethnicity, language, and
extracurricular activities.
Emotional intelligence (EI). Two measures of EI were used in this study to capture
different perspectives. The Trait Emotional Intelligence Questionnaire – Short Form (TEIQue–
SF; Petrides, 2009) is a 30-item scale that provides a global trait EI score. A 7-point Likert scale,
ranging from 1 (completely disagree) to 7 (completely agree), is used to assess the individual’s
self-perceived abilities and behavioural dispositions. Cooper and Petrides (2010) reported high
levels of internal consistency (a = .89 for men; a = .88 for women) for global trait EI. The
second EI measure used was the Wong and Law Emotional Intelligence Questionnaire (WLEIS;
Wong, Wong, & Law, 2007), which is a self-report EI measure with four ability dimensions
based on the appraisal, understanding, expression, and management of emotion in the self and
others. This scale contains 16 items rated on a 7-point Likert-type scale (1 = totally disagree, 7 =
totally agree). There are four subscales in the questionnaire: Self Emotion Appraisals, Others’
Emotion Appraisals, Regulation of Emotion, and Use of Emotion. Alpha coefficients for total
score have been reported to be .86 overall with .86 for males and .87 for females (Shi & Wang,
2007).
Stress. The 10-item Perceived Stress Scale (PSS; Cohen, Kamarck, & Mermelstein,
1983) asks respondents about the frequency of specific stress related feelings and thoughts
during the past month. Responses are made on a Likert scale ranging from 0 (never) to 4 (very
often). Cohen and colleagues (1988) reported an alpha coefficient of .78.
Anxiety. The Overall Anxiety Severity and Impairment Scale (OASIS; Norman, Cissell,
Means-Christensen, & Stein, 2006) is 5-item questionnaire (self-report) that measures the
severity and impairment of anxiety (for clinical and nonclinical samples). Responses are
recorded on a scale of 0–4. The OASIS developers reported a coefficient alpha of .80.
Teacher efficacy. The Teacher’s Sense of Efficacy Scale – Short Form (TSES-SF;
Tschannen-moran & Woolfolk Hoy, 2001) is a 12-item measure that assesses teacher
competence and task demands in particular teaching contexts. The TSES yields scores on three
dimensions of teacher efficacy (Instructional Strategies, Classroom Management, and Student
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Engagement). Items are rated on a 9 point scale Likert scale ranging from ‘‘nothing’’ to ‘‘a great
deal’’. The scale has good internal consistency, with Cronbach alphas ranging from .90 for total
score and from .81 to .86 for each subscale (Tschannen-Moran & Woolfolk Hoy, 2001).
Satisfaction with life. The Satisfaction with Life Scale (SWL; Diener, Emmons, Larsen,
& Griffin, 1985) is a five-item measure that generates a global life-satisfaction score using a 7point Likert scale (1 = Strongly disagree, 7 = Strongly agree). Cronbach’s alpha for this scale has
been shown to be .87 (Diener et al., 1985).
Resiliency. The Resiliency Scales for Children and Adolescents – Adult Version Revised
(RSCA-A-R; Saklofske et al., 2013) is a modified version of the Resiliency Scale for Children
and Adolescents (RSCA; Prince- Embury, 2007), which has included eight additional items
intended to characterize the appropriate developmental trajectory of adults (added to the Sense of
Mastery scale). It assesses the core constructs found to underlie personal resiliency. The RSCAA-R contains 72 items and three global scales, with 28 items for the Sense of Mastery scale, 24
items for the Sense of Relatedness scale, and 20 items for the Emotional Reactivity scale.
Participants indicate their responses on a five-point Likert scale. Cronbach alpha coefficients are
0.91 (Sense of Mastery), 0.93 (Sense of Relatedness), and 0.91 (Emotional Reactivity; Saklofske
et al., 2013).
Results
Descriptive Statistics, Internal Consistencies and Intercorrelations
Descriptive statistics for all the variables of the current study are presented in Table 1.
The Coefficient alpha values for the variables used in the study ranged from .83 to .92. Alpha
values for each variable are presented in Table 2.
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Table 1
Means (M) and standard deviations(SD) for treatment (N=23) and control groups (N=26)
Variable

Group

Time 1
M

TEIQue-SF
WLEIS

SWLS
PSS
OASIS

Time 2

Time 3

SD

M

SD

M

SD

158.35

27.38

Treatment

146.39

27.97

154.73

26.69

Comparison

159.20

13.46

155.04

13.30

Treatment

83.17

12.92

89.39

12.24

Comparison

86.46

9.88

87.08

9.56

Treatment

26.43

5.29

27.57

5.09

Comparison

26.57

5.83

26.62

5.49

Treatment

15.13

7.67

13.96

6.98

Comparison

15.23

6.46

15.04

6.12

Treatment

4.83

4.53

5.69

3.77

5.22

4.29

F(2,44) = .56, p = .57

Comparison

4.77
84.09

3.00
14.09

4.70
91.26

3.11
13.33

86.61

15.48

n.s.
F(2,44) = 4.15, p = .022

85.96

10.10

86.69

8.47
87.91

17.47

F(2,44) = 5.48, p = .008

TSES

Treatment
Comparison
Treatment
Comparison

81.43

11.71

85.73

13.47

RSCA (M)

80.08

12.93

81.23

11.00

Treatment

27.52

12.17

26.22

12.19

Comparison

24.46

9.11

24.20

9.12

Treatment

72.00

13.27

76.48

13.95

Comparison

75.81

7.88

74.89

9.77

RSCA (ER)
RSCA (SR)

Sig.*
F(2,44) = 2.94, p = .063
n.s.

89.56

14.81

F(2,44) = 7.75, p = .001, η p 2 = .26**
n.s.

28.00

5.28

F(2,44) = 1.99, p = .15
n.s.

14.35

8.52

F(2,44) = .36, p = .69
n.s.

n.s.

24.65

12.29

F(2,44) = 2.10, p = .14
n.s.

73.96

15.35

F(2,44) = 2.82, p = .07
n.s.

Note. TEIQue-SF: Trait Emotional Intelligence Questionnaire; WLEIS: Wong and Law Emotional Intelligence Questionnaire; SWLS: Satisfaction with Life;
PSS: Perceived Stress Scale; OASIS: Overall Anxiety Severity and Impairment Scale; TSES: Teacher Sense of Efficacy Scale; RSCA: The Resiliency Scales for
Children and Adolescents – Adult Version Revised; M: Mastery; ER: Emotion Regulation; SR: Sense of Relatedness
* F-test results are for the one-way repeated measures ANOVA for the treatment group.
** Significant < Sidak corrected α = 1-(1 – .05)1/9 = .0057
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As can be seen from Table 1, the control group showed minimal and non-significant
differences with only minor random changes over the two testing periods. Thus, the major
statistical comparisons were only made for the EI treatment group, looking at changes observed
across the three testing periods. For this treatment group, the results of the one factor repeated
measures ANOVAs (using Sidak corrections for multiple comparisons) revealed that only the
WLEIS demonstrated a statistically significant overall mean difference between the pre-test and
post 1 and 2 scores over the course of the program. There were trends in the predicted directions
for the TEIQue, teacher efficacy, and RSCA-A-R Mastery subscale, but the lack of statistical
significance could be partially due to a reduction of power as a result of the small sample size.
Table 2
Reliability coefficients
Variable

Coefficient alpha

TEIQue-SF

.88

WLEIS

.90

SWLS

.87

PSS

.83

OASIS

.90

TSES

.90

RSYA (M)

.92

RSYA (ER)

.87

RSYA (SR)

.90

Note. Reliability estimates based on pre-test data.

Correlations among all of the variables used in the study are presented in Table 3. The
correlations for both EI measures in relation to the other measures assessing stress, anxiety,
efficacy, resiliency, and satisfaction with life are as expected in both magnitude and direction.
However, the two EI measures showed only a moderate correlation of .60 suggesting that EI is to
an extent, differently defined and assessed by each measure and that it is important, in further
studies, to target the EI measures with the particular content of the program.
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Table 3
Intercorrelations among scales
TEIQue-SF

WLEIS

SWLS

PSS

OASIS

TSES

RSYA

RSYA

RSYA

(M)

(ER)

(SR)

TEIQue-SF

1.00

WLEIS

.60**

1.00

SWLS

.45**

.41**

1.00

PSS

-.56**

-.54**

-.38**

1.00

OASIS

-.46**

-.56**

-.26

.75**

1.00

TSES

.42**

.48**

.21

-.38**

-.39**

1.00

RSYA (M)

.47**

.66**

.69**

-.44**

-.46**

.42**

1.00

RSYA (ER)

-.60**

-.64**

-.43**

.43**

.48**

-.36*

-.47**

1.00

RSYA (SR)

.57**

.58**

.48**

-.52**

-.54**

.32*

.58**

-.44**

1.00

Note: Correlations are based on pre-test data.
**Correlation is significant at the 0.01 level (2-tailed). *Correlation is significant at the 0.05 level (2-tailed).

Discussion
The present study examined some preliminary effects of an emotional intelligence
program on a number of both positive and negative psychological variables in a sample of preservice teachers. Given the non-significant and essentially unchanged score differences shown by
the control group across testing periods, the results discussed here are in reference to the group
who participated in the EI program across the three assessment periods. Results indicate that this
group had higher self-report scores on both EI scales although only the WLEIS showed a
significant increase following the program and over a one month period. These results are
encouraging, as the Swinburne program does not directly map onto either the WLEIS or TEIQue,
but rather is built around the broad foundations of EI including, awareness of emotions in oneself
and others, reasoning with emotions, self-management and self control of emotions, and
management of emotions in others.
While it would not be expected that major or even enduring changes in EI or any of the
other measures would occur following five weekly program sessions, teacher efficacy and the
mastery subscale of the resilience measure also show a trend toward increasing, following the
completion of the program. Although these were students training to be teachers who had
practicum opportunities but not regular classroom experience, the observation of small changes
in self reported efficacy and increased sense of mastery again provides some support for
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exploring further the introduction of EI skills training during the pre-service period. Previous
research showing that EI is related to positive psychological factors and inversely correlated with
stress, anxiety, and depression adds to the potential relevance of EI training for pre-service
teachers.
Implications, Limitations, and Future Directions
The lack of statistical significance may be partially due to a reduction of power given the
small size of the sample. However, the results provide us with a starting point from which to
begin to more effectively examine and potentially address teacher health, wellbeing, and, in turn,
student and classroom outcomes. Emotional intelligence does appear to be responsive to training
and the current Swinburne model provides a strong foundation on which to build a more
elaborate and effective training program (Parker et al., 2009).
A refined program is currently being developed by the authors to more specifically and
directly focus on EI and, as a result, more effectively target critical psychological health
outcomes such as resilience and efficacy while enhancing coping and stress reduction strategies.
Changes to the program organization are also being made in response to minor difficulties
experienced with implementation (logistical) as well as by increasing interactional group
activities and improving integration between EI skills. Future rounds of implementation will also
include a program evaluation component of the specific elements of the program, in addition to
outcome variable measurement. Secondary limitations of the current study include the lack of
longer-term follow up in order to assess sustained or perhaps improved effects as time passes.
This is important to note as the nature of EI is such that practice over time may improve the
impact of these skills. Given that teachers are at high risk for burnout and ultimately for leaving
the profession due to high stress levels during early teaching years, the next phase of our
research program, employing the revised EI program with both pre-service and practicing
7

teachers , will hopefully add further support to the early findings presented here.

7

Pre-service teachers only were involved in the study for this dissertation.
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Chapter 5
The Present Study: Program Version Two – Phases Two and Three:
Comprehensive Evaluation
This chapter extends the above study by providing a comprehensive program evaluation,
inclusive of a process evaluation component, of the revised Emotional Intelligence (EI) Program
for teachers (Gardner, Stough, & Hansen, 2008; Vesely & Saklofske, 2013). Revisions to
program versions are found in Appendix C. After introducing the study design, recruitment,
participants, and program administration procedures, this chapter includes two sections: 5a
focuses on the outcome evaluation, and 5b, the process evaluation. 5a provides an outline of the
measures, analysis, results, and discussion that parallel the set-up of the above study. 5b includes
the measures and analyses specific to the process assessment as well as a combined results and
discussion section that allows for ease of understanding of the qualitative results. The study
limitations are presented for both sections at the end of this chapter.
Methods
Study design
This study involved the administration of an EI training program within a sample of preservice teachers. As previously discussed, phases two and three follow standard program
evaluation methodology with inclusion of a process evaluation, examining implementation and
satisfaction measures, along with an outcome evaluation (e.g., Astbury & Leeuw, 2010;
Friedman, 2001; Grembowski, 2001; Lipsy, 1993; Weiss, 1972). This chapter, both 5a and 5b,
summarizes the analysis of data from phases two and three pooled together as reflected in Figure
4, using the above conceptual framework with the development of a program logic model
detailing process, methods, and measures. The study follows a mixed-methods design, and the
rationale falls under two of the purposes identified by Greene, Caracelli, and Graham (1989) for
studies in program evaluation literature, namely: complementarity (i.e., “seek[ing] elaboration,
enhancement, illustration, clarification of the results from one method with results from the other
method”) and expansion (i.e., seek[ing] to expand the breadth and range of inquiry by using
different methods for different inquiry components”; Greene et al., 1989, p. 259). This design
involves both qualitative and quantitative data, the structure of which includes first, a process
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evaluation using data only from the intervention group and a subsequent outcome evaluation
using data from both treatment and control groups. Analyses are presented with the objectives of
evaluating the impact of this EI program at both the program and teacher levels with the added
component, in addition to assessing fidelity, of exploring the potential “how and why” by which
program change may have occurred.
Recruitment and Group Assignment Procedure
Congruent with phase one of this research, recruitment involved sending emails to
instructors of the teacher education program at a Canadian University (Bachelor of Education
Program), requesting to attend their classes to conduct brief, five-minute presentations
introducing the study. After each presentation, a follow-up email with a link to the study was
sent to the instructor, who posted this online for students to register with this program.
Alternatively, students emailed the author and the link was sent to them directly. Individuals in
the program group were offered token compensation of $75 for completion of the program or a
prorated amount if they attended less than five sessions, as well as a substantial nutritional snack
that was provided during each session. The control group was offered a total of $25 for
completion of questionnaires at all four time-points. Once recruitment was complete,
randomization into program and control groups was made. However, scheduling conflicts and
other logistical challenges made this portion of the study’s design impractical. Group allocation
occurred based on availability for workshop attendance, though participants were uninformed of
this procedure and believed they were assigned to groups randomly. Individuals who participated
in the control group in phase two were invited to participate in the intervention group for phase
three. While a more ideal design, only three participants followed this trajectory. For these three
individuals, six-month follow-up data was not used in the analysis. Participants from phases two
and three came from the same cohort of students.
Total Participants
Participants were 55 students enrolled full time in the teacher education program at a
major urban faculty of education, 25.5% male and 74.5% female, ranging from 21 to 44 years of
age (M = 25.5 years; SD = 5.2). 78.2% were Caucasian, 1.8% Aboriginal, 3.6% Indian, 1.8%
African-American/Canadian, 9.1% Chinese, and 5.5% other. 34 of these individuals received the
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EI training program and 21 served as control subjects. Table 4 below indicates the complete
number of participants at each time-point.
Table 4
Number of Participants by Round of Data Collection (for Quantitative)
Time 1
Time 2
Time 3
Pre-Program
Post-Program
One-Month
Follow-up

Time 4
Six-Month
Follow-up

Round 2 PRGRM

10

10

8

7

Round 3 PRGRM

24

23

22

19

TOTAL PRGRM

34

33

30

26

Round 2 CNTRL

17

17

11

11

Round 3 CNTRL

4

3

2

2

TOTAL CNTRL

21

20

13

13

Note. Sample sizes changed by variable used; Number of participants for each set of analyses are noted
individually in the results section.

Phase 2 Participants. The phase two sample at time 1 and time 2 representing pre- and
post- program includes 10 individuals, 50% female between the ages of 22 and 35 years (M =
24.5 years; SD = 4.1) in the program group, with an attrition from 22 subjects at sign-up, and 17
individuals, 88.9% female ranging from 21 to 44 years of age (M = 26.6; SD = 6.1) in the control
group. Participants decreased to 8 in the program group and 11 in the control group at time 3,
which was at the one-month follow-up period, and to 7 in the program group and 11 in the
control group at time 4 at the six-month follow-up period.
Phase 3 Participants. The phase three sample at time 1 and time 2, pre- and postprogram, included 24 individuals, 75% female, with an age range of 21 to 42 years (M = 25.7;
SD = 5.3) in the program group, an attrition from 31 subjects at sign-up, and 4 individuals, 75%
female, ranging from 22 to 25 years (M= 23; SD = 1.4) in the control group. Participants
decreased to 22 in the program group and 2 in the control group at time 3, the one-month followup period, and to 19 in the program group and 2 in the control group at time 4 at the six-month
follow-up period. It is important to note that 3 individuals from the phase two control group
indicated an interest in participating in the program component. For these individuals, their phase
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two outcome data at time one served as their pre-program questionnaire after which they
subsequently completed post-program, one- and six-month follow up questionnaires as described
above.
Program Administration
As noted above, the program group participated in five consecutive weeks of the EI
program, each consisting of group sessions approximately two hours in length utilizing a
workshop format that included lectures, group activities, discussion, and individual workbook
exercises, followed by home assignments. Tables 26 & 27 in Appendix A summarize program
components and session and content information. Sessions were run primarily by the author of
this dissertation (Ashley Vesely, M.Sc.). However thesis supervisor Dr. Donald Saklofske (C.
Psych) co-led some sessions. Administrators received the program from the original authors.
Prior to administration, leaders studied the theoretical model and corresponded with program
authors for particular administrative indications. At the point of program leadership, the author
had between 3.5 and 5 years of clinical psychology practicum experience.
Chapter 5A: Outcome Evaluation
Measures
Eight measures relevant to the process evaluation were utilized and are listed and
described below.
Demographics questionnaire (DQ). Please see phase one (Vesely, Saklofske, &
Nordstokke, 2013) for description.
Emotional intelligence (EI). Two measures of EI were used. The GENOS was used here
instead of the TEIQue-SF used in phase one because the former is a more detailed measure of the
EI facets taught within the program. For the pilot study, phase one, the aim was to assess broadly
the impact of EI training on general EI. The comprehensive program evaluation aims to assess
this impact with more clarity and a focus on specific mechanisms, thus utilizing a more specific
measure.
The Genos Emotional Intelligence Inventory (GENOS; Gignac, 2008) is a self-report
measure of EI in the workplace. It is comprised of 70 items assessing the way an individual
thinks, feels, and acts at work on the basis of emotional information. This test is the
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corresponding measure to the theoretical model that was used. It was preceded by a 64-item
measure, the Swinburne Emotional Intelligence Test (SUEIT; Palmer & Stough, 2001).
Participants respond on a 5-point Likert-type scale and are instructed to indicate the extent to
which each statement is true of the way they typically think, feel and act at work. Though the
workplace SUEIT provided five factor scores of EI, this newer version follows a seven-factor
structure and provides scores for seven facets in addition to a total EI score. Alpha coefficients
for total score have shown to be .96 in the typical population, and ranging from .71 to .85 for the
EI sub-scores (Gignac, 2008). The alpha coefficient for this sample, based on pre-test data, is
.95.
The second EI measure used was the Wong and Law Emotional Intelligence Test
(WLEIS; Wong, Wong, & Law, 2007). The alpha coefficient for this sample is .86 overall based
on pre-test data. See phase one for description.
Stress. The Perceived Stress Scale (PSS; Cohen, Kamarck, & Mermelstein, 1983) was
used – see phase one for description. This sample reports an alpha coefficient of .88.
Coping. The Coping Inventory for Stressful Situations (CISS; Endler & Parker, 1999) is a
48-item revised version of the original scale (Endler & Parker, 1999). Respondents indicate how
much they engage in various activities during difficult, stressful, or upsetting situations on a 5point scale, ranging from 1 (not at all) to 5 (very much). The alpha coefficients of the coping
subscales were .76 for women and .84 for men in a sample of college students (Endler & Parker,
1999). The alpha co-efficients for this sample are .87, for task-oriented coping, .90 for emotionoriented coping, and .74 for avoidance-oriented coping, based on pre-test data.
Teacher efficacy. The Teacher’s Sense of Efficacy Scale – Short Form (TSES-SF;
Tschannen-Moran & Woolfolk Hoy, 2001) was used. Phase one of the program provides a
description. Internal consistency for this sample includes a Cronbach alpha of .87 based on pretest data.
Satisfaction with life. The Satisfaction with Life Scale (SWL; Diener, Emmons, Larsen,
& Griffin, 1985) was used. Phase one of the program provides a description. Cronbach’s alpha
for this sample is .84 based on pre-test data.
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Resiliency. Resiliency Scale for Young Adults (RSYA; Prince-Embury, Saklofske, &
Nordstokke, 2013- trial version). This scale is an attempt at updating the version used in phase
one of this dissertation and has since been discarded. Cronbach’s alpha for this sample is .85
based on pre-test data. However, due to a large number of participant response sets, this outcome
variable was removed from the analysis though it was originally included in the assessment.
Completion of Outcome Measures
Participants in the EI group completed the battery of online outcome measures at the start
and end of the EI program, both pre and post-test, as well as at one- and six- month follow-up.
The control group participated in the online outcome questionnaire portion of the study only,
completing the same measures at four parallel time points to the program group.
Data Analysis
The Statistical Package for the Social Sciences (SPSS) was used to generate the data for
the outcome evaluation. Descriptive statistics and Pearson product moment correlations were run
for pre-test data. Within and between group differences were be examined using mixed
ANOVAs for time 1 and 2 data and repeated measures ANOVAs for the remaining time points 3
and 4, see below results section.
Results
Mixed within-between subjects analyses of variance (ANOVAs) were conducted to
compare scores on outcome variables between program and control groups across the first two
time points (pre- and post-test). For these analyses, the program group was approximately N = 30
and control group N = 20, though N’s varied across measurement periods and are noted
separately for each variable. Using G*Power with an alpha value of .05, the program group
yields a power value of .92, though the control group brings the power value down to 0.72 for a
repeated measures within-between interaction. Given that the control group showed minimal and
non-significant differences with only minor random changes over the four testing periods as well
as in acknowledgment of the already-low level of power, major statistical comparisons across the
remaining time points were made using the program group only. This was done for each variable
with the analyses run separately for both 3 and 4 time points (pre-, post-program, one-, and sixmonth follow-up). This was executed such that one could look at the results with higher sample
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sizes at 3 time points as well as the pattern after 4 time points, despite the large rate of attrition at
time 4. Further, given the small sample sizes, effect size may provide a more practical
understanding of the meaning of the results, with benchmarks for interpretation based on
empirical evidence from the specific research context (Hill, Bloom, Black, & Lipsey, 2008). A
benchmark of a minimum 10% effect size was utilized in this study as a measure of practical
significance in line with mean effect sizes from a meta-analysis of socioemotional interventions
(Durlak et al., 2011). Means for each variable and for the EI facets separately, the latter at both 3
and 4 time points, can be seen in Tables 5, 6, and 7 respectively and correlations in Tables 8 and
9.
Assumptions for analyses and changes to sample sizes are noted for each analyses run.
As seen, a few of the assumptions are violated. Experts were consulted and the high likelihood of
non-normality in a small sample size was noted. Given that there were no occurrences of extreme
non-normality, the variables were not transformed on the assumption of robustness of the
ANOVA to this assumption (Glass, Packham, & Sanders, 1972). Homogeneity of variance was
not met once and is considered non-problematic unless there is a large sample size difference
between groups (Glass et al., 1972). If homogeneity of variance or homogeneity of covariances
were violated, epsilon multipliers (e.g., Greenhouse Geisser) were used to adjust degrees of
freedom as suggested by a number of scholars (Gardner, & Tremblay, 2006; Kirk, 1995; Myers
& Well, 1991). When sphericity was not met, the Greenhouse Geisser correction was always
used. The following results are arranged by the objectives discussed in chapter 3.
Objective 1: To Evaluate Emotional Intelligence across Time Points (Figure 2 Box 5)
GENOS EI. Group differences between program and control groups were assessed at
baseline (pre-program implementation) and shown to be non-significant for GENOS EI Total
scores at time one, F(1, 52) = .521, p = .474. There were no outliers for either group at any time
point, as assessed by inspection of studentized residuals within ±3 standard deviations. EI was
normally distributed for both groups at all time points as assessed by skewness and kurtosis, see
Table 30 (Appendix A), with the exception of time 1 and 2 control groups. However, when
assessed by Shapiro-Wilk’s test (p> .05), all variables met the assumption of normality. There
was homogeneity of variances, as assessed by Levene's test of homogeneity of variance (p >
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.05), however Box's test of equality of covariance matrices did not meet the assumption (p <
.001).
The mixed within-between subjects ANOVA conducted on the GENOS measure of EI
indicated there was a significant effect of time on total EI, F(1, 51) = 6.612, (p =.013) p < .05,
partial η2 = .115, indicating that scores increased across time, as seen in Table 5. The interaction
effect, however, was not significant F(1, 51) = 2.071, p =.156, partial η2 = .039. A visual
depiction can be seen in Figure 5. It is important to note that the power here was indicated at
.292 making non-significant results more likely.
Figure 5: GENOS EI Mean Score Changes Across Two Time Points

As the control group showed no significant changes across any of the time points, a
repeated measures ANOVA measured change in GENOS EI over the first three time points (preprogram, post-program, and one-month follow-up; N =29). Mauchly's Test of Sphericity
indicated that the assumption of sphericity had been violated using, χ2(2) = 30.994, p < .0005,
and therefore, a Greenhouse-Geisser correction was used. The model was significant F(1.189,
33.280) = 12.014, partial η2 = .300, p = .001 (p < .01) with pairwise comparisons showing
differences between time 1 and 2 to be significant with p = .012 and between time 1 and 3
significant at p = .002. When the same test was run with 4 time points (Figure 6), pre-, and postprogram, and one- and six-month follow-up (N = 24; reduction of power to 0.8 from 0.9), there
was also a significant effect of time on Total GENOS EI, F(1.680, 38.643) = 7.538, partial η2 =
.247, p = .003 (p < .01). Mauchly's Test of Sphericity indicated that the assumption of sphericity
had been violated using, χ2(5) = 29.715, p < .0005, and therefore, a Greenhouse-Geisser
correction was used. Pairwise comparisons showed significant differences in EI scores between
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times 1 and 3 (p = .020) as well as times 1 and 4 (p = .025). EI scores between time 1 and 2
shows trends in the positive direction and approach significance.
Figure 6: GENOS EI Mean Score Changes from Pre-Program to 6-month Follow-up

A series of repeated measures ANOVAs were then conducted for each of the seven
emotional intelligence subscales across both 3 (N = 29) and 4 (N = 24) time points. Tables 6 and
7 present the means and standard deviations for both sets of analyses of each facet as well as the
models, their significance values, and effect sizes. Overall, each facet of EI was shown to
increase over time for both sets of analyses. Because Mauchly's Test of Sphericity indicated that
the assumption of sphericity had been violated for each analysis, the Greenhouse-Geisser
correction was used each time. Pairwise comparisons showed significant differences in EI scores
at various time points, often depending upon the number of time points used. Emotional
management of others showed no significance between any of the time points. When using 4
time points, emotional expression (EE), emotional reasoning (ER), emotional self-management
(ESM), and emotional self-control (ESC) showed significant changes between times 1 and 3, and
emotional awareness of others (EAO), EE, and ESM between times 1 and 4. When using 3 time
points and the analysis had a higher sample size of 29, emotional self-awareness (ESA), EAO,
EE, ER, and ESM show significant differences between both times 1 and 2 and times 1 and 3.
ESC showed significant differences between time 1 and 3 only.
WLEIS EI. Group differences between program and control groups were assessed at
baseline (pre-program implementation) and shown to be non-significant for differences in
WLEIS total score F (1,46) = .109, p = .743. Three outliers were found upon assessment of
studentized residuals within ±3 standard deviations. Upon inspection, it was recognized that
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these individuals as well as three further participants completed the questionnaire using a
response set. All six were deleted. There remained no outliers in the dataset used for this
analysis. Times 3 and 4 for the program group and 1 and 2 for the control group violated the
assumption of normality as seen in Table 30 (Appendix A). There was homogeneity of variances,
as assessed by Levene's test of homogeneity of variance (p > .05) as well as homogeneity of
covariance according to Box's test of equality of covariance (p = .021; p < .001).
The mixed within-between subjects ANOVA conducted on the WLEIS measure of EI
(N ecp =29; N cntl = 18) indicated there was a significant effect of time on total EI, F(1, 45) =
10.689, (p =.002) p < .01, partial η2 = .192. The interaction between time and group was also
significant F(1, 45) = 5.663, p = .022 (p < .05), partial η2 = .112 (Figure 7).
Figure 7: WLEIS Mean Score Changes Across Two Time Points

A repeated measures ANOVA measuring the WLEIS across the first 3 time points (N =
26) indicated that the increase in the WLEIS Total EI score over time was significant, F(1.487,
37.181) = 14.170, partial η2 = .362, p < .0005, Table 5. Mauchly's Test of Sphericity indicated
that the assumption of sphericity had been violated using, χ2(2) = 10.147, p < .05, and therefore,
a Greenhouse-Geisser correction was used. Pairwise comparisons using a Sidak correction
showed significant differences in EI scores between times 1 and 2, p < .0005, and between times
1 and 3, p =.005. When adding the 4th time point into the analysis (Figure 8), a GreenhouseGeisser correction was used due to sphericity violation, χ2(5) = 19.351, p < .05 and again EI
showed significant increases over time F(2.243, 44.861) = 8.074, partial η2 = .288, p = .001.
Pairwise comparisons showed significant differences in EI scores between times 1 and 2, p =
.001, and between times 1 and 3, p = .017.
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Figure 8: WLEIS Mean Score Changes From Pre-Program to 6-Month Follow-up

Objective 2a: To Evaluate Program Impact on Satisfaction with Life (Figure 2 Box 6)
Group differences at baseline were non-significant for Satisfaction with Life F(1,47) =
.004, p = .947. Five outliers were removed due to answering with a response set. No further
outliers were present after assessment of studentized residuals within ±3 standard deviations.
Program group times 2-4 and control group time 1 violated normality as seen in Table 30
(Appendix A). Homogeneity of variances, as assessed by Levene's test of homogeneity of
variance was also violated (p < .05), though homogeneity of covariance according to Box's test
of equality of covariance was present (p = .010; p < .001).
The mixed within-between subjects ANOVA conducted on the satisfaction with life
measure (N ecp = 29; N cntl = 19) indicated that despite the trend in the right direction, neither the
effect of time F(1,46) = 2.859, (p =.098), partial η2 = .059 or the interaction of time and group
F(1,46) = 2.614, p = .113, partial η2 = .069 showed significance, see Figure 9.
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Figure 9: Satisfaction with Life Mean Score Changes Across Two Time Points

The repeated measures ANOVA measuring Satisfaction with Life (SWL) across three
time points, N = 25, indicated a significant effect of time F(1.542, 37.017) = 6.092, partial η2 =
.202, p = .009, indicating an increase in satisfaction with life across time, Table 5. Mauchly's
Test of Sphericity indicated that the assumption of sphericity had been violated using, χ2(2) =
8.095, p < .05, and therefore, a Greenhouse-Geisser correction was used. Pairwise comparisons
using a Sidak adjustment, showed significant differences in SWL scores between times 1 and 3,
p = .028). If 4 time points were used, see Figure 10, a significant effect of time is also seen
F(2.165, 41.134.307) = 3.618, partial η2 = .160, p = .033. Mauchly's Test of Sphericity indicated
that the assumption of sphericity had been violated using, χ2(5) = 11.850, p < .05, and therefore,
a Greenhouse-Geisser correction was used. Pairwise comparisons using a Sidak adjustment,
showed significant differences in SWL scores between times 1 and 2, p = .018.
Figure 10: Satisfaction with Life Mean Score Changes Pre-Program to 6-Month Follow-up

EMOTIONAL INTELLIGENCE AND TEACHING

101

Objective 2b: To Evaluate Program Impact on Coping (Figure 2 Box 6)
Task-oriented Coping. Group differences at baseline were non-significant for taskoriented coping F(1,51) = .274, p = .603. One outlier was identified as assessed studentized
residuals within ±3 standard deviations, however, it was not removed. All groups at each time
point met the assumption of normality, as seen in Table 30 (Appendix A). Homogeneity of
variances, as assessed by Levene's test of homogeneity of variance was met (p < .05), as well as
homogeneity of covariance according to Box's test of equality of covariance was present (p =
.065; p < .001).
The mixed within-between subjects ANOVA conducted on task-oriented coping total
(N ecp =31; N cntl = 20) indicated there was a significant effect of time F(1,49) = 9.918, (p =.003),
partial η2 = .168 as well as interaction between time and group F(1,49) = 7.795, p = .007 (p <
.05), partial eta squared = .137, see Figure 11.
Figure 11: Task Oriented Coping Mean Score Changes Across Two time Points

A repeated measures ANOVA measuring task-oriented coping across the three time
points indicated a significant increase over time, F(2,52) = 17.035, partial η2 = .396, (p < .0005),
Table 5. Mauchly's Test of Sphericity indicated that the assumption of sphericity had been
violated using, χ2(2) = 7.364, p < .05, and therefore, a Greenhouse-Geisser correction was used.
Pairwise comparisons showed significant differences in task-oriented coping scores between
times 1 and 2, (p < .0005), as well as times 1 and 3, p =.001. When run with 4 times points (N =
22; Figure 12), time was also significant F(3,63) = 11.220, p <0005, partial η2 = .348. Significant
differences were seen between time one and each of times 2, p <.0005, 3, p =.004, and 4, p =
.003.
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Figure 12: Task-Oriented Coping Mean Changes Pre-Program to 6-Month Follow-up

Emotion-oriented Coping. Group differences at baseline were non-significant for
emotion-oriented coping F(1,51) = .452, p = .504. No outliers were identified as assessed by
looking at studentized residuals within ±3 standard deviations. All groups at each time point met
the assumption of normality, except for slight deviations for the program group at time 3 and
times 1 and 2 of the control group, as seen in Table 30 (Appendix A). Homogeneity of variances,
as assessed by Levene's test of homogeneity of variance was met (p < .05), as well as
homogeneity of covariance according to Box's test of equality of covariance was present (p =
.762).
The mixed within-between subjects ANOVA conducted on emotion-oriented coping total
(N ecp = 32; N cntl = 20) indicated there was no significant effect of time F(1,50) = .760, (p =.387),
partial η2 = .015 or interaction between time and group F(1,50) = .049, p = .825, partial η2 = .001.
A repeated measures ANOVA measuring emotion-oriented coping across the three time points,
N = 28, also showed no significant increase over time, F(2,54) = 1.484, partial η2 = .052, p =
.236, Table 5.
Avoidance-oriented Coping. Group differences at baseline were non-significant for
avoidance-oriented coping F(1,52) = 1.286, p = .262. No outliers were identified as assessed by
studentized residuals within ±3 standard deviations. All groups at each time point met the
assumption of normality, as assessed by skewness and kurtosis, as seen in Table 30 (Appendix
A). Homogeneity of variances, as assessed by Levene's test of homogeneity of variance was met
(p < .05), as well as homogeneity of covariance according to Box's test of equality of covariance
was present (p = .519; p < .001).
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The mixed within-between subjects ANOVA conducted on avoidance-oriented coping
total (N ecp = 33; N cntl = 20) indicated that though scores did not change over time F(1,51) = .126,
(p =.724), partial η2 = .002, the interaction between time and group F(1,51) = 5.143, p = .028,
partial η2 = .092, was significant. The trend is visually depicted in Figure 13.
Figure 13: Avoidance-oriented Coping Mean Score Changes Across Two Time Points

When measured using a repeated measures ANOVA measuring avoidance-oriented
coping across the three time points (N = 29), a significant increase over time, F(2,56) = 1.570,
partial η2 = .053, (p = .217) was not found. (Looking at trends in Table 5, one can see patterns
that oppose each other for means between program and control groups).
Objective 2c: To Evaluate Program Impact on Stress (Figure 2 Box 6)
Group differences at baseline were non-significant for stress F(1,52) = .006, p = .937.
One outlier was identified as assessed studentized residuals within ±3 standard deviations,
however, justification to remove it was not found. Stress was normally distributed for both
groups at all time points as assessed by skewness and kurtosis, see Table 30 (Appendix A), with
the exception of time 1 and 2 control groups. However, when assessed by Shapiro-Wilk’s test
(p > .05), all variables met the assumption of normality. Homogeneity of variances, as assessed
by Levene's test of homogeneity of variance was met (p < .05), as well as homogeneity of
covariance according to Box's test of equality of covariance was present (p = .031; p < .001).
The mixed within-between subjects ANOVA conducted on the stress variable (N exp = 33;
N cntrl = 20) indicated there was no significant effect of time F(1,51) = .029, p =.865, partial η2 =
.001 or interaction between time and group F(1,51) = 1.984, p = .165, partial eta squared = .037.
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Trends, seen in Table 5 and Figure 14 show that the means decrease for the program group and
increase for the program group (see discussion).
Figure 14: Stress Mean Score Changes Across Two Time Points

A repeated measures ANOVA measuring stress across three time points (N = 29)
indicated a significant effect of time on stress F(2,56) = 4.255, partial η2 = .132, p = .019 with
pairwise comparisons showing the differences between time 1 and 3 to be significant at p =
.034. When the same analysis was run with four time points (N = 24), there was no significant
effect of time on stress, F(3,69) = 1.362, partial eta η2 = .056, p = .262. However, as seen in
Table 5 and Figure 15, the numbers show a trend toward decreasing with the exception of 6month follow-up.
Figure 15: Stress Mean Score Changes From Pre-Program to 6-month Follow-up
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Objective 2d: To Evaluate Program Impact on Teacher Efficacy (Figure 2 Box 6)
Group differences for teacher efficacy at baseline were non-significant F(1,52) = 1.571, p
= .216 indicating the groups to be equivalent pre-program administration. Assumptions were
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assessed for each analysis. There were no outliers for this variable, as assessed by inspection of
studentized residuals within ±3 standard deviations. Teacher efficacy was normally distributed
for both groups at all time points as assessed by skewness and kurtosis, see Table 30 (Appendix
A), with the exception of time 3 and 4 program groups. There was homogeneity of variances, as
assessed by Levene's test of homogeneity of variance (p > .05) as well as homogeneity of
covariances, as assessed by Box's test of equality of covariance matrices (p = .049; p >.001).
The mixed within-between subjects ANOVA conducted on the teacher efficacy variable
(N ecp = 33; N cntl = 21) indicated that teacher efficacy significantly increased over time F(1,52) =
17.309, p < .0005, partial η2 = .250. The interaction between time and group was also significant
F(1,52) = 4.192, p = .046, partial η2 = .075, see Figure 16.

Mean Score

Figure 16: Teacher Efficacy Mean Score Changes Across Two Time Points
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A repeated measures ANOVA measuring teacher efficacy across the first 3 time points
(N = 30) indicated there was a significant effect of time F(2,58) = 8.423, partial η2 = .225, p =
.001, Table 5. Pairwise comparisons show significant differences between times 1 and 2 (p =
.001) and between times 1 and 3 (p = .024). The repeated measures ANOVA using 4 time points
(Figure 17; N = 25) did indicate a significant effect of time on teacher efficacy, F(3,72) = 5.851,
partial η2 = .196, p = .001. Pairwise comparisons show significant differences between times 1
and 2 (p = .002) and between times 1 and 4 (p = .032), with differences between times 1 and 3
approaching significance (p = .067).
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Figure 17: Teacher Efficacy Mean Changes from Pre-Program to 6-Month Follow-up
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Table 5: Means (M) and Standard Deviations (SD) for Program (N = 26-30) and Control Groups (N = 9-21)
Variable

Group

Time 1
SD

M
EI
(GENOS)
(N = 29)
EI
(WLEIS)
(N =26)
Life
Satisfaction
(N =25)
Stress
(N = 29)
Coping
(TASK)
(N = 27)
Coping
(EMOT)
(N = 28)
Coping
(AVOID)
(N = 29)
Teacher
Efficacy
(N = 30)

Time 2
M

SD

Time 3
M
SD

Time 4
M

SD

Program
Control

274.14
270.30

28.36
24.95

295.24
276.67

25.05
28.79

300.45
266.00

28.84
29.29

297.50
279.00

30.85
40.84

Sig. (Program Group for
3-time point ANOVA)
F(1.189, 33.280) = 12.014,
p = .001*, η2 = .300

Program
Control

89.15
88.39

10.85
8.45

99.85
90.47

7.02
12.19

98.58
87.64

8.61
8.59

95.00
93.00

11.76
10.42

F(1.487, 37.181) = 14.170,
p < .0005*, η2 = .362

Program
Control

26.96
26.16

5.26
6.04

29.56
26.50

3.42
7.18

30.28
25.17

3.89
7.09

28.35
26.33

5.66
4.77

F(1.542, 37.017) = 6.092,
p = .009*, η2 = .202

Program
Control
Program
Control

14.21
14.40
59.37
58.85

6.48
4.71
10.24
6.80

12.72
15.95
68.44
59.52

7.32
9.37
8.29
7.63

10.41
14.08
67.56
60.85

7.52
7.48
8.75
9.36

11.71
14.00
67.23
58.64

7.21
9.11
10.49
14.79

F(2,56) = 4.255,
p = .019*, η2 = .132
F(2,52) = 17.035,
p < .0005*, η2 = .396

Program
Control

39.21
40.80

11.04
9.87

37.50
39.05

14.55
13.53

34.75
40.46

13.83
11.45

35.30
39.64

11.79
12.03

F(2,54) = 1.484,
p = .236, η2 = .052

Program
Control

49.79
46.25

9.65
7.33

53.24
45.05

12.01
10.50

51.62
45.08

12.41
8.59

49.29
41.55

11.03
13.53

F(2,56) = 1.570,
p = .217, η2 = .053

Program
Control

84.97
82.43

9.39
8.82

93.93
85.29

9.89
10.65

92.17
85.23

12.61
10.39

93.92
91.36

12.00
11.91

F(2,58) = 8.423,
p = .001*, η2 = .225

Note. GENOS: Genos Emotional Intelligence Scale; WLEIS: Wong and Law Emotional Intelligence Scale; * indicates significance alpha < .05;
Sidak correction done for pairwise comparisons; Ms and SDs for the program groups at times 1-3 correspond to the sample sizes written in the
variable column. The F and p values are presented from the 3-time point analysis with this corresponding sample size. The remaining Ms and SDs
(from Time 4 and for all time points of the control group) are calculated using the highest number of participants possible that have data (program
T4 - N = ~24; control all Ts - N = between 9-13 [T3,4] and 20 [T1.2] ).
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Table 6
EI Subscale Means (M) and Standard Deviations (SD) for Program groups (N =29)
EI Facet Group
Time 1
Time 2
Time 3
Significance & Effect Sizes
(3 time Points – pre-, postprogram, and one-month)
M
SD
M
SD
M
SD
Program
41.55
4.56
44.34
3.93
44.58
4.36
F(1.44,40.39) = 8.23,
ESA
Control
p = .003*, η2 = .227
EAO

Program
Control

40.00

4.44

43.48

4.70

43.79

5.10

F(1.42,39.75) = 8.99,
p = .002*, η2 = .243

EE

Program
Control

38.93

5.04

42.00

4.56

42.90

4.67

F(1.15,32.21) = 9.61,
p = .003*, η2 = .256

ER

Program
Control

39.31

4.57

42.41

4.08

43.07

4.51

F(1.46,40.83) = 10.98,
p = .001*, η2 = .282

ESM

Program
Control

36.48

4.33

39.72

3.88

41.03

4.76

F(1.36,38.10) = 12.50,
p < .0005*, η2 = .309

EMO

Program
Control

40.45

4.82

42.90

3.80

43.17

4.62

F(1.48,41.36) = 4.95,
p = .020, η2 = .150

ESC

Program
Control

37.41

4.41

40.38

5.48

41.90

5.57

F(1.48,41.52) = 10.56,
p =.001*, η2 = .274

Note. ESA: emotional self-awareness; EAO : emotional awareness of others; EE: emotional expression; ER: emotional reasoning;
ESM: emotional self-management; EMO: emotional management of others; ESC: emotional self-control; Same note as Table 5
above for sample size of control group. * indicates significance alpha < .05 for pairwise comparisons with a Sidak correction.
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Table 7
EI Subscale Means (M) and Standard Deviations (SD) for Program (N =24) and Control (N = mixed) groups
EI
Facet

Group

Time 1

Time 2

Time 3

Time 4

Significance & Effect Sizes
(For all 4 time Points)

ESA

Program
Control

M
41.79
40.55

SD
4.47
4.29

M
44.38
41.71

SD
3.83
4.43

M
44.63
39.77

SD
4.27
4.55

M
44.13
40.82

SD
4.87
5.67

F(2.28,52.45) = 4.22, p = .016,
η2 = .155

EAO

Program
Control

40.38
39.85

4.49
4.07

43.13
40.67

4.61
4.84

43.54
38.69

4.89
3.71

44.17
43.00

5.22
5.31

F(1.94,44.62) = 5.64, p = .007*,
η2 = .197

EE

Program
Control

39.13
38.45

5.24
4.57

42.21
39.24

4.31
4.37

43.25
36.92

4.41
4.97

43.38
38.36

4.39
6.07

F(1.53,35.16) = 8.02, p = .003*,
η2 = .259

ER

Program
Control

39.25
39.45

4.43
3.59

42.42
39.81

4.20
4.08

43.00
38.46

4.47
4.39

42.04
40.45

5.71
5.28

F(2.21,50.86) = 6.12, p = .003*,
η2 = .210

ESM

Program
Control

36.67
35.60

4.55
5.17

39.79
37.00

3.59
5.66

40.83
36.15

4.57
6.66

40.92
37.00

5.64
7.58

F(2.15,49.52) = 6.72, p = .002*,
η2 = .226

EMO

Program
Control

40.17
39.35

4.93
4.17

42.71
39.71

3.41
4.19

43.33
38.69

4.08
4.75

42.88
40.27

5.20
6.50

F(1.91,43.96) = 4.06, p = .026,
η2 = .150

ESC

Program
Control

37.71
37.05

4.54
4.11

40.46
38.52

5.06
5.04

41.46
37.31

5.21
6.03

40.00
39.09

4.55
7.13

F(2.07,47.56) = 5.12, p =.009*,
η2 = .182

Note. ESA: emotional self-awareness; EAO : emotional awareness of others; EE: emotional expression; ER: emotional reasoning; ESM:
emotional self-management; EMO: emotional management of others; ESC: emotional self-control; Same note as Table 4 above for sample
size of control group; * indicates significance alpha < .05 for pairwise comparisons with a Sidak correction.
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Table 8
Correlations of all variables at Time 1 (Pre-Program)
EI
EI
Life
(GENOS) (WLEIS)
Satisfaction
Emotional
1
Intelligence
(GENOS)
Emotional
.789**
1
Intelligence
(WLEIS)
Life
.365**
.254
1
Satisfaction
Task
.498**
.706**
.209
Coping
Emotion
-.391**
-.293*
-.285*
Coping
Avoidance
.086
.226
-.090
Coping
Stress
-.211
-.231
-.481**
Teacher
Efficacy

.372**

.274*

.194

Task
Coping

Emotion
Coping

Avoidance
Coping

Stress

Teacher
Efficacy

1
-.051

1

.214

.281*

1

-.150

.559**

.241

1

.244

-.011

-.067

.110

Note. GENOS: Genos Emotional Intelligence Scale; WLEIS: Wong and Law Emotional Intelligence Scale
*Correlation is significant at the 0.05 level (2-tailed). **Correlation is significant at the 0.01 level (2-tailed).
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Table 9
Correlations of GENOS EI Facets at Time 1 (Pre-Program)
Total EI
ESA
EAO
EE

ER

ESM

EMO

Total EI

1

ESA

.842**

1

EAO

.896**

.774**

1

EE

.891**

.836**

.765**

1

ER

.795**

.609**

.727**

.618**

1

ESM

.814**

.576**

.614**

.700**

.462**

1

EMO

.875**

.579**

.789**

.683**

.765**

.705**

1

ESC

.864**

.658**

.705**

.705**

.612**

.770**

.715**

ESC

1

Note. ESA: emotional self-awareness; EAO : emotional awareness of others; EE: emotional expression; ER: emotional
reasoning; ESM: emotional self-management; EMO: emotional management of others; ESC: emotional self-control
*Correlation is significant at the 0.05 level (2-tailed). **Correlation is significant at the 0.01 level (2-tailed).
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Discussion
Interpretation of Objective 1 Results – Emotional Intelligence Across Time
The primary results discussed here, as well as for all variables, refer to the program
group, given the non-significant and unchanged score differences shown by the control group
across all time points. Results indicated that pre-service teachers who participated in the EI
program showed higher self-report scores on both EI scales upon program completion, as well as
at the one-month and six-month follow-up periods. Analysis with the highest power using three
time points showed significance between pre- and post-program scores as well as those at the
one-month follow up on both scales. Significant scores for the WLEIS remained when adding
the fourth time point to the analysis, except for the six-month time point, which dropped off
slightly. Scores on the GENOS scale remained significantly different from baseline at one- and
six-month follow-up only.
All but one of the individual EI facets that were taught throughout the program showed a
significant increase over time. The lack of increase in ‘emotional management of others’ is not
surprising given the data from the qualitative analysis (see chapter 5b below). The consistency in
the increase of the other facets, despite differences in change at different time points, provides
further support for their positive correlations, and addresses the concept that some of the skills
may be dependent upon one another. This will be discussed further in the general discussion.
When comparing effect sizes of the EI facets, emotional self-awareness (ESA) had the
smallest effect size of those facets that were significant (still η2 = .227). This was despite the fact
that ESA was one of the facets most focused on in the program. This could be because of the
phenomenon in which individuals who have a dearth of skills in a certain area also lack the
capacity to assess their strengths and weaknesses in that area (Ehrlinger, Johnson, Banner,
Dunning, & Kruger, 2008). In this case, those individuals who were low on ESA would not have
been aware enough to rate themselves as such. As a result of the program, these individuals who
initially rated themselves highly, gain insight and become more self-critical while still noting
their improvement as the program progresses. However, at later assessment points their scores
may not have changed much given their bias at the beginning. The notion that improving facets
like emotional management and self-control might produce more observable outcomes, such as
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reduced rumination or a decrease in expressed anger, could also contribute to the explanation of
bigger effect sizes of these facets over ESA.
Despite the small sample size, an analysis compared the control group between pre- and
post-program time points. This analysis revealed higher scores at the second time point on both
measures, though it was only significant for the WLEIS. This non-significant finding might be
expected due to the lower power of a small sample size, however, this was only the case for one
of the measures. These results are promising especially given that GENOS EI continued to
increase after time two. This outcome could be attributed to the notion that practice is one of the
primary mechanisms through which knowledge is converted into behavioral application, a
finding that is elaborated on in the general discussion. These results provide further evidence that
EI can be increased through EI training (Karahan & Yalcin, 2009; Kotsou et al., 2011; Nelis et
al. 2009; 2011 Sharif et al., 2013; Slaski & Cartwright, 2003; Vesely, et al., 2014; Yalcin, et al.,
2008) and encourage evaluators to delve further into the details regarding these programs. In
comparison to the results from Chapter 4 (Vesely et al., 2014), this Chapter (5) offers a
replication that the program can improve workplace EI (WLEIS) and implies that, in contrast to
the TEIQue, the GENOS measure that maps more closely onto EI skills taught, may better
capture the outcomes of learning that take place during the program.
Interpretation of Objective 2 Results – Psychological Wellbeing Variables Across Time
The results from pre-service teachers who participated in the program revealed
significant changes in life satisfaction, task-oriented coping, stress, and teacher efficacy between
the pre-program and one-month follow-up periods. This finding is congruent with previous
research indicating that higher EI has an impact on variables associated with psychological
wellbeing as well as teacher-specific outcomes, and further, EI training can positively impact
positive outcomes in other areas (Brackett et al., 2010; 2011; Gardner, 2005; Gardner, Stough, &
Hansen, 2008; Parker et al., 2006; Poole & Saklofske, 2009; Slaski & Cartwright, 2003).
A closer examination of teacher efficacy revealed significant increases between time one
and post-program, one-month, and six-month follow-up. It can be argued that this is a logical
outcome given participants were, at the time, students in a teacher education program where the
emphasis is on the daily acquisition of new skills with regard to pedagogy. However, despite the
small sample size, the difference between program and control groups for teacher efficacy was
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significant, indicating that individuals in the program group had an advantage over those whose
participation was limited to regular classroom work.
Coping, one of the important variables that has shown to help reduce teacher stress and
improve psychological wellbeing also showed results that parallels the literature in relation to
higher EI (Saklofske, Austin, Mastoras, Beaton, & Osborne, 2012; Stough, et al., 2009). Endler
and Parker’s (1990; 1999) categorization of coping has shown differences in how adaptive each
type of coping may be, with task-oriented coping being considered the most efficacious, as it is
associated with being active and productive when being challenged with difficult situations. It is
also correlated with patterns such as being problem-focused and emphasizing the positive
(Endler & Parker 1990). Task-oriented coping in participants from the program group increased
significantly between time one and all remaining time points. Further, task oriented coping also
showed a significant increase compared to the control group despite the low power due to small
sample size. An increase in task-oriented coping fits well with the skills learned throughout the
program, especially those that were goal-oriented and encouraged a focus on problem-solving.
Neither emotion-oriented coping nor avoidance-oriented coping showed significant changes over
time. Though both task-oriented and emotion-focused coping have shown themselves to be
proactive and associated with better adjustment than avoidance-oriented coping, emotionfocused coping has also been associated with depression, anxiety, and neuroticism (Barnett, &
Gotlib 1988; Dusenburg, & Albee, 1988; Endler, & Parker, 1990) and might be considered
effective only for particular situations such as in anticipation of emotionally-laden events (Kariv,
& Heiman, 2005). Avoidance-oriented coping is associated with a lack of an attempt to make
change and has been linked to social diversion, distraction, and poorer adjustment in the long-run
(Endler, & Parker, 1994). However, avoidance strategies have shown some support as a shortterm benefit (Linehan, 1999; 2014). The significant difference in avoidance-oriented coping
between program and control groups at the post-program period could be explained by the
participants’ attempt to benefit from distraction as a temporary means of avoiding “making the
situation worse” in a tense moment, something that was taught in the module on emotional selfcontrol.
Significant changes were reflected in reported stress between the pre-program and onemonth follow up period in the program group. Though statistical significance was not reached in
the analysis comparing program and control groups, a trend of decreasing values can be seen for
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the program group, whereas there was a trend toward increased stress in the control group. As
the samples are too small to conduct a statistical analysis at time points three and four, it is
plausible to entertain the notion that individuals who completed the program may have
experienced even higher stress levels had they not completed the program; it could be implied
that their stress levels did not greatly decrease by post-program as they were in the process of
acquiring new skills, and various studies emphasize the need for practice in order for skills to
become effective and behavior change to occur (Howells et al., 2005; Huppert & Johnson, 2010).
It would therefore appear to be relevant to re-introduce the importance of practice as it
applies to the acquisition of new skills. This is a concept that is reinforced by the results of other
stress-reducing programs that teach similar skills. For example, a decrease in stress resulting
from interventions involving self-awareness skills such as mindfulness, has been more frequently
demonstrated in programs spanning 8 weeks or more (e.g., Mindfulness-Based Stress Reduction:
Shapiro, Astin, Bishop, & Cordova, 2005). This suggests that there may be an “incubation
period” in which skills must be processed and applied before resulting in optimal levels of
effectiveness. Similar to the trend seen in GENOS EI and satisfaction with life indices, outcome
impact continues to increase post-program and at one-month follow up. The general discussion
will link this hypothesis to the patterns in the process evaluation below. However, results here
may suggest that as skills improved, pre-service teachers were able to manage stress despite the
increased workload of school and new teaching practicum experiences. Individuals who did not
receive the program, however, may have been less prepared to manage these new stressors and
they indicated a higher level of stress as time passed, a finding commonly reported in student
populations as the semester progresses (Estabrook, & Christianson, 2013).
Finally, satisfaction with life also showed a significant increase over time with the
program group. Though this is a broad-based measure, it is an indication of improved wellbeing
and thus relevant when discussing the psychological health of teachers. The integration of these
results will be discussed further in the general discussion before which the process evaluation
will be examined.
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Chapter 5b: Process Evaluation
Measures
Eight measures were used to assess process in this program evaluation. Measures are
categorized according to the stages of EI skill acquisition that were being assessed. Each stage
refers to a box within the causal model that appears in Figure 2, and thus evaluates one or more
of the evaluation’s objectives. Boxes one through four are assessed in the process evaluation:
fidelity of program implementation (box1), participation (box 2), understanding (box 3), and
application of skills (box 4), in addition to satisfaction of participants. Table 10 provides an
overview of the different measures and what they assess prior to their explanations below.
Table 10
Measures Used in Process Evaluation & Which Components Each Measures
Component of Causal Model Being Assessed
Fidelity
Participation
Understanding Application Satisfaction
Measures
Session
X
Videotape
Attendance
X
Homework
X
X
X
worksheets
Goal Setting
X
X
Reflection
X
X
X
Paragraphs
Practice Logs
X
X
Session Feedback
X
X
X
Questionnaires
Final Feedback
X
X
X
Questionnaires
Note. X specifies that the indicated measure was used in the assessment of the listed component.

Fidelity of Implementation (Figure 2 Box 1).
Session Videotape. Sessions were videotaped and reviewed to confirm the inclusion of
each component. A fidelity checklist was created to ensure that leaders of the workshops
presented on all necessary components of the program each time the material was taught. As
each topic was covered, items were checked off a content list written prior to program
administration.
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Participation (Figure 2 Box 2).
Attendance. Individuals signed an attendance sheet upon entering the program classroom
each week. Only individuals who attended four or five out of five sessions were included in the
analysis.
Homework worksheets and Reflection Paragraphs. The original program did not utilize
any instruments to assess the participant’s homework. Thus, two means of measuring homework
were devised. 1) A separate worksheet was designed to assess weekly homework completion that
was rated yes/no, as well as a rating of the participant’s level of effort involved assessed on a 5point Likert scale from 1 - no effort to 5 – I gave it my all. Worksheets also included a question
regarding homework comments, if applicable, and provided space for reflection in which each
participant was encouraged to openly reflect on the homework and the skills learned that week as
they were applied in their daily routine. This could be completed in any format. A separate
homework sheet was collected each week (see Appendix B). Additionally, specific homework
exercise worksheets that were assigned each week from the workbook were collected at the
beginning of each session. Reflection paragraphs and worksheets were coded differently
depending on whether they were used to assess participation, understanding, or application of EI
skills. For the assessment of participation, homework and reflections were merely assessed for
completion.
Goal Setting. Asking participants to set goals each week was another method of
increasing participant involvement and creating a means to assess their participation in EI skills
practice. Individuals were asked to choose an activity or specific skill from the session to work
on at home and to indicate this on the given worksheet prior to leaving the EI session. This could
be to practice a specific skill a certain number of times, for example mindfulness practice, or to
make a change to a certain pattern of behaviour related to one of the skills such as organizing
mornings differently so that stress is reduced. The “SMART”criteria, namely, “specific,
measurable, achievable, realistic, and time-bound,” (Doran, 1981) was used to delegate how to
set goals. For the purposes of participation, goals were recorded for completion as yes/no.
Practice logs. In order to record the content of, and extent to which skills were practiced
outside of the session, a log (see Appendix B) was developed such that participants could record
incidents of skill practice each week. Individuals were asked to indicate the amount of time
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practiced, the specific skills/activities practiced, and to rate each practice session for “level of
mastery” on a five point Likert scale. In order to measure participation, logs were then coded for
general completion, total amount of time practiced both per week and overall, and assessed for
each of the above categories.
Understanding (Figure 2 Box 3). It should be noted that individual’s understanding of
content is a difficult component to measure without explicit “test-taking.” However an attempt
to assess this was made in a variety of ways.
Homework sheets and Reflection Paragraphs summarized above, were also assessed for
understanding by coding specific content for themes and categorization of information according
to EI-related skills. The coding criteria were generated using narrative analysis, summarized in a
following section. Some specific coding criteria were generated based upon the theoretical model
of the Swinburne EI theory (Palmer & Stough, 2001).
Session Feedback Questionnaires. Given that the original EI program did not include
measures of feedback post-session, feedback questionnaires consisting of 8 items were generated
based upon those used in a previous empirical process evaluation (Vingilis et al., 2011) and
focused on general and program-specific learning objectives. Responses to simple questions
regarding what participants had learned were phrased with ‘personal’ wording, such as, “What
was the most significant thing you learned from today’s session?” Other questions generated
responses using a standardized 5-point Likert reflecting 1 = not at all and 5 = very much scale on
topics such as familiarity, usefulness, and application of the information. A sample item, “I can
see how the information taught today can be applied to situations I have encountered, or will
encounter in the future.” The questions regarding learning were utilized to analyze participant
understanding.
Final Feedback Questionnaires. A 17-item feedback questionnaire was generated for
this study based upon the same empirical process evaluation noted above (Vingilis et al., 2011).
In addition to being centered on learning objectives, this questionnaire also included general and
content-based inquiries regarding participant satisfaction. Items involved questions on usefulness
of content, use of skills, intention for further practice of skills, and general satisfaction with
individual learning and the program itself. These were assessed on 5- or 6-point Likert scales
with a variety of response options such as, “Which topic was most useful to you?” with six
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response options listing different content areas. Questions relevant to content understanding were
used to assess this domain.
Application of Skills (Figure 2 Box 4). Similar to the assessment of content
comprehension, evaluating the individuals’ realistic skill application presents many challenges. It
was attempted by utilizing the following:
Homework sheets and Practice Logs were also used to assess the application of skills.
Specific worksheets that were relevant to application were chosen. Numerous worksheets asked
participants to identify events that occurred in their daily lives and discuss how they applied their
EI skills to these situations. These were assessed for the specific application of EI skills.
Different coding criteria for efficacy were used. Similar to coding for ‘understanding,’ content
was analyzed for themes and categorization of information according to EI-related skills.
Practice logs were then analyzed in more detail for variety, frequency, level of mastery, length of
total practice time, and consistency.
Goal-setting. Setting goals and following through each week was also used as a
representation of skill application. Goals were assessed for content to ensure EI skill
involvement.
Session and Final Feedback Questionnaires. A number of the relevant questions from
both session and final feedback questionnaires were also used to identify EI application.
Participant Satisfaction.
Session and Final Feedback Questionnaires. The Wisconsin model of program
evaluation indicates the necessity of measuring both implementation as well as satisfaction (e.g.,
Delbecq & Van de Ven, 1971). Hence, both session and final feedback questionnaires included a
number of items asking about general satisfaction with the program inclusive of their
likes/dislikes, recommendations, and preferences of topic, and use of certain learning formats.
Completion of Process Measures
The program group process measures were submitted to the evaluators during program
sessions. Practice logs, homework, goal, and reflection sheets were submitted at the beginning of
sessions 2-5. Session feedback forms were submitted at the end of each of the five sessions and
the final feedback form was submitted on the last day of the program. Documents were
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connected using participant identification (ID) numbers. Each individual was assigned an ID
such that his or her work remained anonymous and in order to avoid responses stemming from
social desirability. Participants in the program groups used this same number for the online
questionnaires and for anything that was submitted to the evaluators in session. Completion of
worksheets and feedback forms were requested but voluntary.
Data Analysis and Interpretation
Categories of measurement were based on the causal, Figure 2, and logic, Figure 1,
models that focused on the question, “Did it happen?” for the fidelity of implementation,
participation in activities, understanding skills, and application of skills. Participant satisfaction
was also analyzed. Given the chronological nature of the program and taking into consideration
that the levels of causality are theorized to unfold over time, narrative analysis was used in order
to track the impact of stages of the program (see Creswell, Hanson, Clark, & Morales, 2007 for a
review). Specifically, the process analysis followed a similar structure to that which is commonly
used for program evaluation studies (e.g., Vingilis et al., 2011), namely using narrative analysis
to analyze any open-ended, qualitative questions present in each category, as well as to examine
a selection of the content of other documents that were submitted, such as homework sheets,
practice logs, and reflections. Open-ended extensions to some of the Likert-scale questions were
also analyzed in this way. This means of analysis allowed for a broad perspective of general
themes without requiring emphasis on the common themes, such as through a holistic-content
perspective (Lieblich, Tuval-Mashiach, & Zilber, 1998). However, in order to provide more
detailed understanding of consensus for program purposes, frequencies were often included to
outline the convergence of agreement between participants on certain common elements.
Analysis began with verbatim transcripts of each participant response on the above-noted
measures. Documents that were chosen for analysis were those, which best established whether
each of the boxes in the causal model happened, such as whether participants applied their skills.
When themes were generated, two independent individuals did so separately, the author and a
research assistant, who then came together to formalize these categories within a coding
template. Some categories, such as those used to assess content understanding or level of correct
application of specific EI skills/facets, were based upon specific criteria used in EI assessments
(Palmer & Stough, 2001). For example, reflections were coded for facets of EI in order to
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indicate which skill was applied each week. All data were coded separately, at which point two
coders came together to assess for correspondence, which is noted for each analysis through
inter-rater reliability. SPSS was used to analyze the quantitative data and descriptive statistics
were used to analyze both session and final feedback questionnaires that involved Likert-based
questions.
Results and Discussion
Examination of each objective including the fidelity of implementation, participation in
activities, understanding of material, application of skills, and participant satisfaction were
assessed through the closed and open ended questions from homework sheets, practice logs,
reflections, goal setting worksheets, session and final feedback forms. Measures of process at
every stage of the causal model contributed to the available information aiding the evaluator to
further understand the mechanisms of EI development and its possible pathways to relevant
outcomes. Results are outlined according to the evaluation objectives and specified by flow from
the causal model as summarized in Figure 2, after which participant satisfaction is outlined. This
formative evaluation demonstrated that the objectives of the program were implemented and that
general participant satisfaction could be determined.
Objective 3: To evaluate Fidelity of Implementation (Figure 2 Box 1)
Table 11 summarizes a fidelity checklist, which documents the specific content that was
covered in each of the five EI sessions. By reviewing the videotape, each item was checked
against the corresponding Power Point presentation that covered each content area, thus ensuring
each component was implemented.
Table 11
Fidelity of Content Presentation
Session Number
1
October 9 2013
&
January 22 2014

Content Covered by Component

Round 2 Round 3

Psychoeducation
Overview of Occupational Stress
Linking EI skills to stress in general

X
X

X
X

Education and Demonstration of Skills
Teach general skills to deal with stress

X

X
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Teach approach to stress management
Teach skills to regain balance

X
X

X
X

Homework/Reflection Assignment
Explain and assign homework that
encourages practice

X

X

X
X

N/A
N/A

X

N/A

X

N/A

Group Activities
Discussions and games surrounding EI’s
link to stress

X

N/A

Homework/Reflection Assignment
Explain and assign homework that
encourages practice

X

N/A

X
X

X
X

X

X

X

X

X

X

X
X
X
X

X
X
X
X

2
October 16 2013
&
January 29 2014

Psychoeducation
How EI skills can help reduce stress
Overview of individual EI skills
Education and Demonstration of Skills
Examples of how EI can be developed via
EI skills
How to set up a feedback mechanism

3
October 23 2013
&
February 5 2014

Psychoeducation
Explaining Emotional Self-awareness (ESA)
Explaining Emotional Expression (EE)
Education and Demonstration of Skills
Demonstration, discussion, and group activities
regarding ESA skills
Discussion and scenarios regarding EE skills
Homework/Reflection Assignment
Explain and assign homework that
encourages practice

Psychoeducation
Explaining Emotional Awareness of Others (EAO)
October 30 2013 Explaining Emotional Reasoning (ER)
&
February 12 2014 Explaining Emotional Self-Management (ESM)
Explaining Emotional Management of Others (EMO)
4

Education and Demonstration of Skills
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5

Discussing perception and practicing ESA skills
Discussion and activities regarding ER skills
Demonstrating and discussing ESM skills
Demonstrating EMO skills through activities

X
X
X
X

X
X
X
X

Homework/Reflection
Explain and assign homework that
encourages practice

X

X

X
X

X
X

X
X

X
X

Psychoeducation
Explaining Emotional Self-Control (ESC)
Review of each individual EI skill

November 6 2013
&
February 19 2014 Education and Demonstration of Skills
Discussion and scenarios around ESC
Group Discussion of each EI skill

Note. X indicates completion of content coverage; N/A is written where the session recording was unavailable due
to technological malfunction. This means that the information could not be double-checked, however, the content
was checked during the session and again with the tape – the former revealed that all content was, indeed, covered.

Interpretation of Objective 3 Results – Fidelity of Implementation
The first step involved the examination of the fidelity of implementation. This involved
an appraisal of content coverage by reviewing videotapes of every workshop session in addition
to having a research assistant checking PowerPoint slides during the live sessions. This protocol
confirmed that the required content was indeed included in the workshops. This confirmation
allowed for the investigation of the next levels of program theory.
Objective 4a: To Evaluate Participation (Figure 2 Box 2)
Note: Much of the data for this section refers only to weeks one through four as no homework (to
be returned) was assigned for week five.
Attendance. Only individuals who attended at least four of the five EI sessions were
included in the analysis. Of 34 individuals, 29 (85.3 %) attended all of the sessions. 5 (14.7%)
individuals missed either half of one or one session.
Homework worksheets. Individuals were considered to have completed their homework
if they handed in completed worksheets for the week. Between 73.5% and 94.1% completed
their homework through weeks 1 and 4. The number of participants who completed their
homework versus those who did not is summarized in Figure 18. Of those who completed their
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homework each week, not all indicated their effort level. However, an overview of those who did
is summarized in Figure 19. Of these participants, only one individual reported having put in no
effort on weeks one and three. Effort levels were either at or above “a moderate level of effort”
for 96.8%, week 1, 86.7 %, week 2, 96.4%, week 3, and 95.7%, week 4.
Figure 18: Homework Completion by Week

Figure 19: Weekly Effort Level of Homework Completion

Goal Setting. Participation was also measured by looking at whether participants set
and/or completed their weekly goals. By week, 64.7 %, week 1, 73.5%, week 2, 82.4%, week 3,
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and 70.6%, week 4 of participants at least set a goal. For those who definitively noted
completion of this goal were the following: 50%, week 1, 47.1%, week 2, 55.9%, week 3, and
50%, week 4. Figure 20 depicts this visually. If nothing was handed in or the paper was blank,
participants were considered as not having set a goal.
Figure 20: Weekly Goal Completion

Reflection Paragraphs. Completion of reflection paragraphs fluctuated throughout the
sessions, with the lowest being a 61.8% completion rate, week 4 and the highest a rate of 88.2%,
week 2. Reflection paragraph completion can be seen in Figure 21.
Figure 21: Reflection Completion by Week
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Practice Logs. Participation in the practice of skills by completion appears in Figure 22,
where between 67.6%, week 4, and 88.2%, week 3 of participants engaged in some form of skills
practice. The number of times practiced, total time practiced, as well as number of skills
practiced are summarized in Table 12. Noteworthy, activities varied and individual measures
may not be representative of the extent of the practice, for example: time they spent doing
mindful breathing exercises versus time spent doing yoga.
Figure 22: Practice Completion by Week
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Table 12
Practice Log Participation
Number of Skills
Practiced
N (those who practiced)
Range
Minimum
Maximum
Mean
Std. Deviation
Number of Times
Practiced
N (data available)
Range
Minimum
Maximum
Mean
Std. Deviation
Amount of Time
Practiced (minutes)
N (data available)
Range
Minimum
Maximum
Mean
Std. Deviation

Week 1

Week 2

Week 3

Week 4

26
3
1
4
2.46
0.99

26
3
1
4
2.11
1.07

30
4
1
5
2.33
1.21

23
5
1
6
2.17
1.23

26
15
1
16
5.23
3.78

25
24
1
25
5.28
4.76

30
16
2
18
6.5
4.31

23
13
3
16
6.43
3.46

24
156
4
160
40.58
39.35

23
173
2
175
34.24
42.46

28
324
6
330
73.04
91

23
271.8
0.2
272
54.7
61.46

Interpretation of Objective 4a Results - To Evaluate Participation
Logically, participation in the program’s components is the foundation for eventual
expected outcomes. In order to ensure that participant attendance could act as a base form of
participation, individual data was only analyzed if participants attended four or more of the five
sessions offered. This means that all participants discussed here were in-class and were engaged
at least in psychoeducation and in-class activities (e.g., filling out worksheets, discussions). The
causal model recognizes that every participant may not have utilized all seven skills outside of
the classroom, however, all seven EI skills were covered in the in-class workshop.
The other measures that were utilized assessed the attempts to: process information,
actively listen during sessions, as well as determine the level of participant effort. The
completion of homework, goals, reflections, and practice logs revealed that the majority of
individuals participated in workshop components, with slight variations between weeks and
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activities. The results indicated that all homework-related activities either increased or remained
the same between weeks 1 and 3 with some decreasing slightly for the last week. The lowest
completion rate for homework remained at almost three-quarters of the participants, occurring in
the final week of the program. On a weekly basis, no less than 71% of the participants set goals
(despite not following through), with no less than 68% completing their practice logs. Even for
the optional reflection paragraphs, there was a minimum 62% completion rate. Since the selfreported effort levels were above the mid-point for almost all those who responded, and even
increased for some as time passed, it is suggested that those who were committed to the program
may have increased their effort whereas those who were not as committed exhibited lower effort
levels. This statement is made with some reservation as these numbers do not indicate
correspondence between completion percent and effort. It is also important to note that “noncompleters” were often different by week and no participant completed less than two weeks
worth of hand-in material.
Despite the knowledge that, theoretically, participation in each component of education
and skills acquisition is needed in order for change to occur, the amount of participation required
in order to gain the maximum educational benefit that the program offers remains unknown. The
literature regarding the relationship between rates of learning and skills acquisition remains
largely equivocal (Rosenbaum, Carlson, & Gilmore, 2001 for a review) as does the literature on
related theories of behavior change (e.g., Hardeman et al., 2000). It is recognized however, that
this fact may vary by participant as well. It is plausible that for some psychoeducational
programs that include a practice component, practice may be sufficient to achieve improved
outcomes. For others however, such as with those who may not have previously engaged in as
much introspection, more in-depth self-reflection and homework completion may be necessary.
Given the number of activities to be completed and the finding that individuals still completed, at
minimum, two or more week’s worth of activities, it could be inferred there was active
engagement with the material by the majority of participants. Following from this, the amount of
required participation may be dependent upon the level of understanding of the material. Given
that active engagement and completion do not necessarily imply comprehension, this was the
next aspect of program implementation that helps the evaluator to determine whether
improvements in EI were being made.
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Objective 4b: To Evaluate Content Understanding (Figure 2 Box 3)
Though all EI skills were covered throughout the sessions via psychoeducation, in
general, participants were given a choice as to which skill they wanted to work on outside the
sessions. As a result, each participant may not have worked on all seven skills. This decreased
the amount of data collected that represented the full range of EI facets. Thus, results within this
section might not reflect understanding of each specific EI facet. However, feedback
questionnaires did ask for significant learning after each session, indicating participant
understanding of the skills taught during that session.
Feedback questionnaires. Understanding by proxy can be seen partially in the
knowledge that participants found the information taught to them useful. Though there were
missing data for, respectively 1, 1, 4, 2, and 4 individuals by week, no participant who completed
the session feedback questionnaires indicated that the information was either completely or
somewhat useless. All participants declared their learning to be at least neutral or above, with the
highest ratings being in weeks 2, 3, and 4. Figure 23 provides a summary. The percentage of
those indicating the highest rating of usefulness is as follows: 32.4%, week 1, 35.3%, week 2,
61.8%, week 3, 58.8%, week 4, and 41.2%, week 5. Additional usefulness information was
gathered from the final feedback questionnaire that indicated the specific content that aided
participants. There were 4 participants who did not respond. However, the majority of
individuals indicated that more than one skill was most useful for them. See Figure 24 for a
summary of these data.
Figure 23: Usefulness of Sessions by Week
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Figure 24: Most Useful Topic (Percentage)

Feedback from the open-ended questions of the final session questionnaires reflects with
greater specificity the information retained by participants following each session. Questions
asking about the two most significant things learned from each session indicated that individuals
were able to describe themes that were present within each session and often expanded upon
their understanding. As can be seen in Table 13, responses for both questions about significant
learning included examples surrounding the content that was taught during that session.
Table 13
Most Significant Thing Learned by Session
Session
Number
Session 1:
Overview of
occupational
stress and
linking stress
to the EI
facets

Examples of responses to “Most Significant thing Learned”

“that occupational stress (or stress in general) is a reaction to perceived
negative stimuli and the observations [or] belief that they cope with it”
“The most significant thing I learned this week is that our perception of
stress alters how it effects us. I was thinking that stressful situations often
depend on the context. Usually line ups don't phase me, but if I've had a
particularly bad day, it could be stressful”
“stress can go unnoticed in several different forms”
“I learned that there are several stress release activities and they are skills
that need to be practiced”
“stress is personal and to make specific goals for ourselves for the sessions
to make it actually work for us”
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“the idea that I can in fact change the physiological responses to stress by
implementing key practices”
Session 2:
Learning
about EI in
general and
understanding
one’s EI

“what my personal EI test score was. It is important no only to be selfreflective but to know how others may see you. I learned I need to work
more on self-control and management …”
“I was most excited to receive my EI results to be honest. I guess a lot of
it was a confirmation of my own knowledge”
“The Swinburne model of Emotional Intelligence and how I can apply it
in my life”
“I learned about the Swinburne Model and the 7 facets of the model. I
also learned about my personal emotional intelligence prior to the study”
“How the concept of emotional intelligence can be broken down into
numerous aspects/classifications that are individually pertinent to our
everyday functionality and life satisfaction”
“The concept of EI. Stress management. Stress expression. The
Swinburne model.”

Session 3:
Developing
ESA & EE

“Mindfulness is useful and applicable”
“Activity about mindfulness -> useful, applicable. Requires practice.
Hard for me b/c I tend to be restless”
“The benefits of mindfulness and accepting the ideas that cross your mind
when you are trying to relax/meditate”
“name, claim, tame, explain”
“I learned about the many facets of expression and how the way we
express ourselves greatly alters another person's perceptions.”
“I found the discussion on the aspects of mindfulness to be the most
significant thing I learned today. This includes what constitutes
mindfulness, acceptance of the presence & techniques that can be used to
achieve such a state”
“I learned about the many facets of expression and how the way we
express ourselves greatly alters another person's perceptions”

Session 4:
Developing
EAO, ER,

“I found the section on unhelpful thinking styles very useful. Particularly
the discussion regarding the conversion of positives to negatives”
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ESM, & EMO
“addressing irrational self-talk”
“Arguing with yourself boxes are interesting and I like the idea of
practicing on a friend!”
“being aware of unhelpful thinking styles and arguing with
yourself/thought stopping”
“ABC model of emotion”
“Anticipating emotion and alternative emotion”
“The different forms of unhelpful thinking styles made me realize I do
many of them”
“Mood management strategies. I think its important to have tools to use
when things trigger emotional reactions”
Session 5:
Developing
ESO & plan
to move
forward

“Boosting stress immunity”
“[Identifying] my overreactions and ways to manage them helps me to
avoid situations that are not necessarily [deserving] of my energy”
“Tips for boosting stress immunity and tracking methods are great
resources”
“I found the beaker image for daily stress to be a good analogy & helpful
for stress management. I think it very significant that we can affect the
starting level of our beaker”
“breakdown of how to cope with feelings of anger”

Note. ESA = emotional self-awareness; EE = emotional expression; EAO = emotional awareness of others; ER =
emotional reasoning; ESM = emotional self-management; EMO = emotional management of others; ESC =
emotional self-control.

Session
Number
Session 1:
Overview of
occupational
stress and
linking stress
to the EI
facets

Examples of responses to “Second most Significant thing Learned”

“The 1-2-3 model/approach to dealing with occupational stress. It seems
to be an effective model”
“3 ways of dealing with stress”
“learning the 1-2-3 strategy in regards to coping with stress was another
significant part of today's session. I think this is an excellent strategy to
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break down stressors”
“That there are coping strategies that can be utilized to manage/cope with
stress”
“that coping strategies will only work if they are practiced”
"Find your stress balance" - I always rack my brain about whether or not I
am overreacting to a given situation - it's a really good tool!”
“Relaxation technique that can be used quickly. In the past I only had
experience with time consuming meditation”
Session 2:
Learning
about EI in
general and
understanding
one’s EI

“Viewing the preliminary EI scale results”
“Getting our results back to see which areas I do well/which areas I need
to spend more time with”
“I learned that there are many ways people respond to stress and everyone
handles it differently”
“Understanding your emotions is important in controlling them”
“Swinburne Model. I think it's great that I get to learn the different
emotional approach at workplace”
“The degree to which occupational stress and EI are related”

Session 3:
Developing
ESA & EE

“Name, claim, tame and explain”
“aspects of emotional expression; importance of event vs. emotional
reading; validity of emotion and implications for self moderating”
“the 5 minute mindfulness was really helpful to give me another strategy
to use”
“learning to identify specific triggers for emotions & thinking about the
associated thoughts and behaviours”
“The need to STOP in moments more regularly to remember what you're
feeling”
“learning to identify specific triggers for emotions & thinking about the
associated thoughts and behaviours”
“the triad model of emotion-thought-behaviour and its feedback loop”

Session 4:
Developing

“Self-management strategies  the little things we do everyday to manage
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EAO, ER,
our emotions without even realizing we are doing so. E.g., I listen to
ESM, & EMO music or cook or eat chocolate”
“The ABC model has the potential to help identify triggers and deal with
problems more effectively”
“Unhelpful thinking styles I think these help me become more aware of
the way in which I think that brings me down”
“how to attack stressors from point ABC”
“strategies for emotional awareness for self and others”
“Examples and types of unhelpful thinking styles”
“Putting names and definitions to "unhelpful thinking styles" and
"cognitive strategies". It really helps me to be more mindful and reflective
to thought process that naturally occur”
“emotional management strategies”
“I really liked the "learn to argue" square and found it a helpful and
accessible way of monitoring emotional reactions. We often forget the
process of creating an emotion and I would love to master this
interception”
Session 5:
Developing
ESO & plan
to move
forward

“boosting stress immunity improves emotional self-control. Increase the
length of your fuse”
“building/boosting my stress immunity”
“It is helpful to practice new emotional management skills in times of
strong emotion and see what is most effective when applied to stressful
situations”
“Strategies for dealing with strong emotions”
“goal setting at the end - I agree that extra reinforcement and reflection is
very helpful in stress immunity. Having an action plan helps me not feel
helpless or frustrated”
“How to think about my emotions”

Note. ESA = emotional self-awareness; EE = emotional expression; EAO = emotional awareness of others; ER =
emotional reasoning; ESM = emotional self-management; EMO = emotional management of others; ESC =
emotional self-control.
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Homework sheets. One worksheet asks that participants respond to their individual EI
profile. Participants were provided with the scores from the GENOS EI inventory that was
completed pre-program and provided an interpretation of their specific EI scores for each EI
facet compared to the norm. These feedback data were benchmarked as “Low Average
Emotional Expression;” or “High Average Emotional Self-awareness,” for example. Written
responses to these results reflected a relatively high level of content understanding related to
their awareness of their own EI skills.
In response to the question “How do you feel about your EI profile? How do your results
link to your experience of stress at university, work, or in other areas of your life?” participants
demonstrated a relatively high level of ability to draw links between their scores and the impact
8

this had on their lives. For instance , 87.1 % indicated recognition of how the pattern of EI
results is present in their daily activities. This was independent of whether they were happy or
unhappy about these results. They were able to ‘recognize and explain’ their strengths and
limitations and need for improvement. There was fair agreement between the two raters, κ =
.351, p = .048. The following excerpts provides examples:
“My results really explain my experience of stress at university… I also had 2 relationships
in the past 2 years. Both ended unpleasantly, and I think they are related to my low result
of emotion reasoning and emotional self-control. I think my EI profile helps me to think
about my emotion and its effect when I am at work. Because I have 2 jobs and both are
very stressful at the moment, I need to improve my emotional intelligence.”
“I'm not surprised about my EI profile. I knew which areas I want to improve on (they
were the ones I scored low on). I tend to be more passive in situations where I have to
report to a superior (e.g., Associate Teacher). There were occasions where I completely
disagreed with the treatment of a student, but I chose not to breach the subject with her
because I felt in the situation it was better not to. However, by not verbalizing my
emotions, they harbor and fester for longer periods of time.”
“Although I initially thought that some of the components of the EI scale would have
scored higher, I reasoned that perhaps I may not be so emotionally aware and/or available
as I thought I was. I think that this EI profile may in fact provide me with greater insight to
my personality and some strengths of mine (e.g., I tend to think logically and reason
everything). I definitely do see myself taking my emotions out of the equation at work or

8

Inter-rater reliability classifications of Cohen’s Kappa (k) are based on Altman (1999; < .20 = poor, .21 - .40 =
fair, .41 - .60 = moderate, .61 - .80 = good, .81 - 1.00 = very good). Percentages are based on the ratings of the more
senior rater after having looked over discrepancies.

EMOTIONAL INTELLIGENCE AND TEACHING

136

university and reasoning about the things that I do.”
“I was surprised to see that my EE and ESM are low. Sometimes, I do feel that I cannot
express myself in terms of emotions. I thought I have better control of emotional selfmanagement. Quite close to the level that I evaluate myself EE and ESM can show me that
I need to work on those aspects to better manage my emotions.”
Individual responses to their EI profiles ‘ranged emotionally’ as being negative (12.9%),
neutral (16.1%), and positive (71%). There was good agreement between the two raters, κ =
.703, p < .0005:
“I was a bit disappointed when I first saw the scores but now the more I thought of it, the
more I felt ambiguous about it. At the moment, I don't know what to think of it As the
professor said, it doesn't state whether I am emotionally intelligent or not, rather it more of
how I perceive myself to be and how I think I will respond to certain situations.”
“I feel okay about my EI profile. I think my results show what it's like to live on your own
for the first time w 3 girls you don't know.”
“I feel good about my EI profile. I feel that I am fairly strong when it comes to EI, so I
was not surprised. My areas for improvement do not surprise me either as I often find
myself ruminating about my work + school days when I get home.”
Responses to the scores also indicated that opinions differed as to the ‘level of accuracy of
results,’ with some noting that they agreed (41.9%), whereas others disagreed (22.6%), described
mixed accuracy (19.4%) or did not mention accuracy (16.1%). There was very good agreement
between the two raters, κ = .862, p < .0005:
“I don't think my profile reflects how I manage myself. I got very low scores in everything.
I know that I am emotionally self aware, as I can tell when I'm angry or upset. It just takes
a while to shake myself out of a mood. When in a work situation though, I always power
through it.”
“I feel my EI results were very accurate, I am not really stressful person and tend to be in
tune with my emotions. Throughout university it was very rare to see me stressed out over
school (I can really only remember 2 or 3 times). The same goes for work and other areas
of life, the only emotion I have trouble controlling is the eye roll (haha)”
“I feel as though my EI profile was/is a pretty accurate representation. The only area that I
was a little surprised about was emotional expression (average). I thought I would have
scored lower because its really hard for me to 'cover up' emotions, even if I manage my
tone, and what I say, it's hard for me to cover up facial expressions/ body language”
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Another theme that evolved was that of ‘expectation,’ such as having received results that
were surprising (38.7%), unsurprising (35.5%), neutral (9.7%), or conflicting (16.1%). There
was very good agreement between the two raters, κ = .953, p < .0005:
“I was fairly surprised by my EI profile because I scored higher in many categories than I
expected. This feeling of discord between my results & how I rate myself as a stress/
emotion manager (based on how I perceive others) is difficult to modify. It may suggest
that the appearance of how many cope with emotions does necessarily match their feelings/
thoughts.”
“I feel my EI profile results fall within my expectations, and accurately reflects how I am
typically able to identify or act on emotional awareness.”
“I was very surprised to find that I have Very low Emotional self-control but 64% of
people fit into this category and I tend to avoid expressing strong emotions, such as anger,
using appropriate methods. I have High Emotional Reasoning, which makes sense because
I am a logical, analytical thinker.”
“I feel as though my EI profile was/ is a pretty accurate representation. The only area that I
was a little surprised about was emotional expression (average). I thought I would have
scored lower because its really hard for me to 'cover up' emotions, even if I manage my
tone, and what I say, it's hard for me to cover up facial expressions/ body language.”
Although, the majority indicated an openness (35.5%) or neutrality (48.4%) towards their
EI results (see first set of examples), others remained defensive (16.1%) to negative results or
attempted to explain them on external events. There was good agreement between the two raters,
κ = .698, p < .0005) κ = .862, p < .0005:
“To be honest I am quite confused by my results. I would consider myself to have
relatively high emotional intelligence. I feel like I am actually really self-aware in terms of
my emotions and can express my feelings well. I also feel like I am attuned to others
emotions and I can help others manage their emotions. I feel that the results are not typical
of my usual self. I am really stressed and unable to control or deal with my emotions
regarding my Mums health, this is part of what I was thinking during this test.”
“I feel that my EI profile is designed to rate me at a Low EI by design so I will recognize
the need to continue with the EI study. While I already felt my EI needed some
improvement, the EI profile seems exceptionally low. I only felt deadline stress at
university, but university does not really require one to enter into very stressful social
situations.”
Some participants did seem to ‘equate low levels of stress with high EI‘ (35.5%). There
was good agreement between the two raters, κ = .609, p < .0005:
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“I think my profile is quite representative of how I perceive my stress management skills.
However, I'm not sure how honestly I'm able to understand my stressors, maybe a
behavioural test would provide different results.”
“I am thoroughly pleased with my results as it illustrated that I have successfully been able
to balance academics, social life, and extra-curriculars.”
Looking at further aspects of the homework worksheet on participant EI profiles, 96.7%
were able to identify a ‘significant opportunity for development,’ with 53.3% specifically
indicating that they would attempt to implement this into their everyday lives and over half
specifying a positive outcome, for example:
“I really want to work through emotional expression. One way I deal with some stress is
talking with my partner about it. I would like to be able to find an additional method for
dealing with stresses. By talking with him less about negative stress stuff, I think we would
enjoy a more positive relationship. (I could now see my ranting could take a toll on our
relationship).”
“A significant opportunity for development for me would be emotional self-management. I
would try to implement this in my everyday life by finding activities that make me feel
positive at work. Right now, I would consider my work to be school and school work so I
want to try to find positive activities when I feel stressed.”
“I am becoming more in-tune to my emotions, responses and reactions by keeping a
journal of my practicing mindfulness and doing yoga. I often realize my reactions shortly
after but I would like to stop the reaction before I have performed it. I can do this by trying
to become more verbally expressive or trying breathing techniques. The outcome would be
becoming more patient, level-headed, and clear-minded.”
Interpretation of Objective 4b Results: To Evaluate Content Understanding
While it is challenging to assess program comprehension without directly testing the
material, or administering some form of performance testing, the above measures did aid in this
determination. Program usefulness as an indicator revealed that the majority of participants
indicated usefulness to be at above the neutral point, with only a small minority indicating
neutral or below as their choice. Additionally, participants were able to specify their most useful
topic, with just under half indicating more than one of the content topics to be most useful for
them.
Asking individuals what they learned is also a direct way of assessing whether they
understand the material (Vingilis et al., 2011). Participant responses to the top two most
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significant concepts learned per session revealed that the information that was being delivered
did come through. However, the extent to which this was the case differed by session.
Session 1, the overview of occupational stress linked to EI, was well represented.
Responses generally exemplified an understanding that a stressor is only a stressor if perceived
as such and that it is possible to cope/change personal reactions to stress. Many participants
noted the method that was taught in class to reduce the impact of stress (i.e. 1-2-3 method).
Session 2, in which the individual EI facets were introduced and personal EI discussed,
commonly included mention of: the Swinburne model, a breakdown of EI facets, an
understanding of how EI impacts stress, and/or the importance of self-reflection on his/her own
EI score.
Session 3 focused on the facets of emotional self-awareness (ESA) and emotional
expression (EE). Common responses included reference to a range of mindfulness activities such
as those used to improve ESA, and/or made reference to the main technique taught for EE
improvement, “Name, Tame, Claim, and Explain,” either by naming it or identifying how either
of these applied to their learning of these skills.
Session 4 had more variation in participant responses, possibly because of the larger
number of skills taught during this session. However, responses still covered material learned
during the session. The most frequent responses involved mention of self-talk (e.g., “arguing
with oneself”) or specified learning about unhelpful thinking styles, both skills used to increase
emotional self-management (arguably also emotional reasoning). Identification of self-triggers,
the emotion management model, and/or other notes of management strategies for reasoning,
directly taken from class, were also common. Responses relevant to emotional awareness and
management of others were much less present, though they did arise. The restricted focus on the
skills related to awareness and management of others, fits with later results indicating that these
skills were practiced less frequently and perceived to be related to lower rates of improvement in
general.
Finally, session 5 which taught emotional self-control and how to maintain the new skillset, had numerous responses that referred directly to the strategies or metaphors used in class.
For this EI skill, emphasis was given to boosting one’s stress immunity, the “stress beaker,” or
other means of coping with stress in the moment. Action plans for the future were also
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mentioned. Generally, individual answers were linked to the main activity, strategy, or skill
outlined in each session, representing the salience of those ideas and emphasizing that the main
concepts came through.
Moreover, responses on the homework sheet, asking individuals about their personal EI
profile, revealed information about participant understanding, specifically as it related to their
personal reflection of EI in their daily lives. Though responses often gave some detail about
individual attitudes, the ability to relate this information to the specific EI facets even when they
did not agree with the results, pointed toward their understanding of the theoretical and practical
skill. With certain exceptions where there was the implication that low stress was equated with
high EI, most described the EI skills correctly. Despite having a negative, positive, surprising, or
expected response, or indicating the perceived result to be inaccurate, most individuals were able
to specify why or why not results did or did not apply to them, as well as provide examples of
the impact of this EI facet in their daily lives.
One noteworthy observation was that despite understanding what the EI facets were and
how they worked, there was a minority of individuals who were defensive about negative results,
and thus did not seize an opportunity for development, or others, who when filling out other
homework sheets gave contrary information (e.g., stated they were good at something they
described correctly and then gave a contrary example).
It can be conjectured from this, that understanding the concept may be a necessary but
not sufficient condition for skill improvement as there must also be an openness and willingness
to reflect on thoughts and behaviors. This is related also to having “readiness-to-change”
(Prochaska, DiClemente, & Norcross, 1992) and an ability to engage in self-reflection (Kong,
2010; Zeidner et al., 2003), which are both noted in the program theory section. For example, if
an individual is defensive regarding his or her EI results and criticizes the test rather than
reflecting on personal abilities, there is a lower likelihood of behavior change. In other words,
understanding the EI facets themselves may not always correspond to individuals’ understanding
of their own abilities and how to use these skills.
Many of the comments that reflected the extent to which introspection was occurring,
were linked to expressions surrounding the accuracy or expectations of individual results.
Regardless of the perceived accuracy of the results, most participants used a combination of
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positive and negative descriptors that reflected a range of self-reflection, with only a small
number expressing one descriptor of self-reflection or remaining neutral. Positive descriptions
for those who did worse than expected included comments about: room for improvement, the
benefits of the course and receiving their EI profiles, alternative positive aspects of themselves,
and normalizing their scores in comparison to others. Negative descriptions included talking
about the discrepancies or needing to improve (e.g. I am less skilled; need to gain more),
expressing negative emotions (disappointment, confusion, embarrassment), and attempting to
rationalize low scores with external blame (e.g., being anxious during the test). For those who
believed their scores were accurate, the positive descriptions included those of their abilities and
behaviours (e.g. I am fairly strong; take care of self), positive feeling states (e.g. feel good), and
congruence with feedback from others. Negative descriptions included describing not having
certain abilities or things being difficult (e.g. hard for me), having negative internal states (e.g.
harbour, fester), being hard on the self, and the test being inaccurate. The responses that seemed
to stand out as either overly positive, or negative with external blame, could have been written by
those resistant to feedback from others or those who have difficulty with introspection. In
contrast, those who expressed ways in which to assist change in the future, such as by taking this
course or working on/practicing the skills learned, suggests a higher level of openness.
In general, the majority of participants revealed motivation and openness (or at least
neutrality) toward their results. In their EI profile question responses, they also showed positive
understanding of the skills themselves. Even though the EI measure tapped into both handling
personal emotions and the emotions of others, the vast majority of participants were concerned
with establishing the accuracy of emotional competencies directed towards the self. The training
sessions required considerable personal introspection, and this seems to have led to the positive
rating regarding consideration of the self as a focused priority. Despite not being able to assess a
specific understanding of each EI facet, there was a general consensus regarding EI facet
salience. This is reflected in the finding that five of the seven skills were prominently
understood.
The following section shifts from what the understanding of EI is, to how it translates
into improved outcomes.
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Objective 4c: To Evaluate Application of Skills (Figure 2 Box 4)
As with the section evaluating content understanding, the results within this section
provide examples of the application of various EI skills based on participants’ choices of skill to
practice.
Feedback questionnaires. Both sets of feedback questionnaires asked participants about
the application of the learned skills to daily life. Within the session feedback questionnaires,
every respondent with the exception of one in week 4, rated above the midpoint on a five-point
Likert scale, that they appreciated how the information taught could be applied to situations they
have encountered, or will encounter in the future. Understanding the application of learning by
week is summarized in Table 14:
Table 14
Understanding the Application of Information to situations
Percentage of Respondents (Frequency)
Not at all

Somewhat

Very
much

Week 1 (n = 33)

0(0)

0(0)

12.1(4)

27.3(9)

60.6(20)

Week 2 (n = 32)

0(0)

0(0)

6.3(2)

56.3(18)

37.5(12)

Week 3 (n = 30)

0(0)

0(0)

10(3)

26.7(8)

63.3(19)

Week 4 (n = 32)

0(0)

3.1(1)

6.3(2)

25.0(8)

65.6(21)

Week 5 (n = 29)

0(0)

0(0)

6.9(2)

20.7(6)

72.4(21)

85.3% of the participants completed questions regarding their use and intention to apply
skills learned within the EI program. 93.1% of the individuals indicated that they have already
used at least one of the skills/information discussed during the EI program in their everyday life.
89.7% of these individuals reported that they have been doing so to a greater extent than before
the program. Of those who stated they have not yet used these new skills, the majority indicated
an intention to use these skills and knowledge in future situations. When asked to provide an
example of skill use, 96.6% were able to specify or expand on the previous questions:
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“I've been practicing mindfulness as a tool for stress management this week as I write my
psych Ed assignment”
“Breathing, Mindfulness, Modification of environment & conception”
“I have modified the practices I initially did as a result of this program”
“Choosing appropriate strategies to manage different high emotion situations”
As part of the final feedback questionnaire, participants were asked to recall the skills
practiced throughout the duration of the program and indicate the emotional intelligence skill
they felt they had mastered the most and the least. Both had perfect inter-rater reliability (κ = 1, p
< .0005). This question yielded an 85.3% completion rate. Skills related to emotional selfawareness (ESA) were most prominently indicated as the “most-mastered skill” (72.4%),
whereas emotional self-control (ESC) was the most common skill they “felt they needed to work
on” (85.7%). It is important to note that the percentages in Figure 25 are based on numbers that
include the 7 participants who indicated 2 skills. Noteworthy, some individuals may have put
examples of the same skill for both most- and least-mastered, for example mindfulness for
“most-mastered” and body scan for “least-mastered” which are both considered ESA. Some
individuals listed skills that could not be directly categorized into a specific EI skill such as
“working through negative emotions.” These cases are represented in the “other” category.
Figure 25: Most and Least Mastered Skill Post-Program

Note. ESA = emotional self-awareness; EE = emotional expression; EAO = emotional
awareness of others; ER = emotional reasoning; ESM = emotional self-management;
EMO = emotional management of others; ESC = emotional self-control.
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Goal Setting, Practice Logs, and Reflection Paragraphs. In addition to the evidence of
skills application that comes from completion of goal setting, homework, and skills practice, a
selection of responses were analyzed in greater detail regarding the extent to which participants
applied specific skills during non-program hours.
An examination of the practice logs specifically notes that between 67.6% and 88.2% of
the participants practiced some form of skill(s) each week, indicating a general application of
learning. Further analysis of content revealed that the most-often practiced skills in general were
those related to emotional self-awareness or emotional self-control/management–see discussion;
such as mindfulness, breathing exercises, body scan, or deep muscle relaxation. Table 15 shows
a breakdown of the skills practiced by week. All of these specific techniques were taught and
most demonstrated in class.
Table 15
Breakdown of Skills Practiced by Week
% of Participants(Frequency N)
Skill Practiced

Week 1

Week 2

Week 3

Week 4

Mindfulness Practice (e.g.,
mindful eating, etc.)

14.7(5)

14.7(5)

52.9(18)

44.1(15)

Mindfulness
Meditation/Breathing
Exercises

64.7(22)

55.9(19)

64.7(22)

50.0(17)

Muscle Relaxation
Exercises

32.4(11)

41.2(14)

20.6(7)

8.8(3)

Body Scan

32.4(11)

29.4(10)

32.4(11)

26.5(9)

“Emotional SelfAwareness”

0(0)

0(0)

5.9(2)

2.9(1)

Exercise

8.8(3)

2.9(1)

14.7(5)

5.9(2)

Cognitive Restructuring
(“Arguing with self”)

5.9(2)

14.7(5)

20.6(7)

14.7(5)

Other

14.7(5)

14.7(5)

17.6(6)

8.8(3)
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When practice frequencies were further individually analyzed, 34 individuals in the
program group practiced at least one or more weeks, with 41.2% (n = 14) practicing all 4 weeks;
35.3% (n = 12) 3/4 weeks; 14.7% (n =5) 2/4 weeks; and 8.8% (n =3) 1 of the four weeks. Week
5 practice was not officially assessed. Individual participant patterns were to either practice
similar skills each week suggesting that if they practiced mindfulness on week one, they tended
to continue with similar skills practice after each session, and/or to practice different skills
dependent upon those discussed in the relevant session. For example, if a new idea was
introduced they might have added it to their practice list. For the most part, with very few
exceptions, practice logs only included specific skills taught in class.
A further means of identifying the application of skills was to closely examine the
participants’ reflection paragraphs. Given that some people did not always fill out practice logs,
but did complete their reflections, it was another way to assess which EI skills were focused on
in application, despite not being officially “practiced.” A variety of themes could be identified
when analyzing the goals and reflections written out by participants that indicated their rehearsal
of program-related material. Sample results are provided as they were typically written using
more detail. Percentages of participants that fit into each of the categories discussed are
presented after each set of examples.
A majority of participants made reference to their goals of the week or the skills they
were currently practicing. It was common for participants to ‘assess their success’ of the goal
they had planned; some describing mixed achievement, ranging from describing their success to
discussing problems that arose when attempting to do so (Table 16). There was good agreement
between the two raters, by week, showing κ 1 = .810, p < .0005, κ 2 = .757, p < .0005, κ 3 =
.827, p < .0005, and κ 4 = .861, p < .0005, respectively by week. Some examples include:
“I believe that I fulfilled my goal and incorporated the techniques learned in Session 1
to ultimately reduce my stress levels and cope with situations of potential anxiety…. I
felt that my abilities to use these skills strengthened with the knowledge of these stress
reduction strategies.”
“I felt more dedicated and concentrated on my skills this week. I found the body scans
during the evening to be extremely helpful to aiding my sleep & clearing my mind
before bed. I also strived to re-interpret situations by changing my perspective. I found
this to be very helpful.”
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“I wanted to focus on breathing every night before bed. I found that it almost made me
more worried be cause my mind would wander to things I was nervous/stressed about.
Other nights I just felt too tired to do it.”
Table 16
Tendency to Assess Success of Weekly Activity
Percentage of Participants (Frequency)
Week 1

Week 2

Week 3

Week 4

Success meeting Goals

27.6(8)

25.0(7)

34.6(9)

42.9(9)

Problems meeting Goals

13.8(4)

14.3(4)

7.7(2)

9.5(2)

Mixed Success

27.6(8)

28.6(8)

50.0(13)

19.0(4)

No mention of
Assessment

31.0(9)

32.1(9)

7.7(2)

28.6(6)

Others additionally discussed ‘strategies that could aid success’ in improving goals
(Table 17) such as more practice, developing new strategies/goals/techniques, and thinking about
thoughts and actions. There was fair to good agreement between the two raters, by week,
showing κ 1 = .623, p = .001, κ 2 = .500, p = .008, κ 3 = .612, p = .001, and κ 4 = .269, p =.149,
respectively by week:
“I don't feel I did as well with my goal this week. Maybe I need to take smaller steps
towards improvement. I have been sick, and I feel like this has decreased my tolerance
for stress…I really did not focus as well as I could have. Here's hoping that next week is
better!”
“This week I really tried to practice different types of mindfulness activities to find a
"best fit". I didn't find one that worked best for me (yet), but I have found that I'm much
more at ease when I practice them. Also I really feel like I'm able to accomplish more
goals and be more present in my daily activities, since I've started practicing the various
techniques discussed in [our] meetings.”
“This week I failed to achieve my goals. Although, I did pause and recognize my
emotion. But I failed to name the emotions in the process of "Name, Tame, Claim,
Explain". Also I realize I practice more on the skills such as “breathing and body scan."
this week. By sharing these skills with my friends and roommates, I remember to use
these skills more.”
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Table 17
Tendency to Suggest Ways to Improve

Mentioned strategies for
Improvement

Percentage of Participants (%)
Week 1
Week 2
Week 3

Week 4

24.1(7)

42.9(9)

25.0(7)

23.1(6)

There were also responses that involved discussion of ‘growth and increasing mastery’
(Table 18). There was good to very good agreement between the two raters, by week, showing
κ 1 = .813, p < .0005, κ 2 = .711, p < .0005, κ 3 = .833, p < .0005, and κ 4 = .904, p < .0005:
“I feel like I am getting better at slowing down + being more mindful. Body scans are hit
& miss some nights though.”
“I am starting to become more comfortable with mindfulness. I hope to continue with
these successes.”
“The relaxation exercises are definitely beneficial. I am working on identifying
unproductive thinking habits, as well as identifying multiple perspectives to influence my
own opinions/ reactions to 'perceived stressors'.”
“I have practiced being more mindful of others feelings. In fact a classmate commented
that I was being a lot gentler on people making careless mistakes...”
Table 18
Tendency to Discuss Level of Mastery
Percentage of Participants (%)
Discussed positive
growth/improvements in
skills

Week 1

Week 2

Week 3

Week 4

27.6(8)

10.7(3)

38.5(10)

47.6(10)

‘Mention of difficulty’ level (Table 19) was also quite common with good to very good
agreement between the two raters, by week, showing κ 1 = .665, p < .0005, κ 2 = .460, p < .0005,
κ 3 = .780, p < .0005, and κ 4 = .527, p < .0005:
“I set a goal of trying to practice being mindful, as well as trying to do body scans each
night. The body scans went well but being mindful was difficult. The deep muscle
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relaxation was very nice, but I forgot to do it after the first day. It makes me really want
to try harder this week.”
“This week the goal I set for myself was less challenging because I know it would be a
busy week. The goal was simple, to perform body scans. It was much easier to do a
scheduled body scan, rather than when in a time of stress. I did two body scans while I
was stressed and it felt much better.”
Table 19
Tendency to Discuss Difficulty
Percentage of Participants (Frequency)
Week 1

Week 2

Week 3

Week 4

Say it was Difficult

17.2(5)

10.7(3)

19.2(5)

4.8(1)

Mixed Difficulty

10.3(3)

10.7(3)

11.5(3)

14.3(3)

No mention of Difficulty

72.4(21)

78.6(22)

69.2(18)

81.0(17)

Reference was sometimes made to ‘personal issues’ such as work/academic demands,
time issues, problems concentrating, having too many goals/being too ambitious, personality
problems, or in general finding it hard to change. It was also frequently noted how they applied
their skills to these problems or daily tasks (Table 20) with good to very good agreement
between the two raters, by week, showing κ 1 = .750, p < .0005, κ 2 = .792 p < .0005, κ 3 =
.879, p < .0005, and κ 4 = .642, p = .001:
“I liked some of the activities I practiced this week. I feel stupid (like a pain to everyone
else) when I drive the speed limit, but stressed that I'll get a ticket when I drive too fast.
I like talking to other drivers (whether it be "thanks for letting me merge" or "What are
you doing-it's green!"). It seems like, as with a lot of learning, metacognition is a big
part of being successful in developing EI. It's always good to think about what you are
thinking/ doing.”
“The goal I set for myself was to be aware of my emotional reactions during the next
week. For example, If I found myself getting stressed over something (i.e., Having to
tell my 2 year son numerous times not to bite) I would pause while in the situation and
ask myself " is this worth raising my voice?" The answer was no, so I chose a more
clam tone of voice to address [this] biting situation.”
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Table 20
Tendency to Discuss Personal Problems

Discussed personal
issues and applied skills
Discussed personal
problems and did not
apply skills
No mention of personal
problems

Percentage of Participants (%)
Week 1
Week 2
Week 3
31.0(9)
25.0(7)
19.2(5)

Week 4
23.8(5)

6.9(2)

7.1(2)

0(0)

0(0)

62.1(18)

67.9(19)

80.8(21)

76.2(16)

There were also a few cases where individuals discussed the ‘rationale’ behind picking
specific goals and activities or explained why they did a certain activity (Table 21) with good to
very good agreement between the two raters, by week, showing κ 1 = .858, p < .0005, κ 2 = .643
p < .0005, κ 3 = .831, p < .0005, and κ 4 = .710, p = .001:
“The specific time management goal was reasonable, realistic and had a time frame I
could work with. This is important and a strategy I respond well to. I enjoy crossing
completed tasks off a list and find it distressing”
“I think that practicing the breathing technique was a great way to get me thinking about
stress in my life. I could see this technique being a useful tool to use in the future.”
Table 21
Tendency to Describe Rationale Behind goal
Percentage of Participants, % (Frequency, N)
Gives Rationale

Week 1
41.4(12)

Week 2
50.0(14)

Week 3
38.5(10)

Week 4
47.6(10)

Another theme that came through was ‘attitude toward goals’ - positive, neutral, and
negative attitudes toward the material were often evident (Table 22) with very good agreement
between the two raters, by week, showing κ 1 = .893, p < .0005, κ 2 = .770, p < .0005, κ 3 = .851, p
< .0005, and κ 4 = .913, p < .0005:
“Additional activities are really helpful to consolidate all information we received from
last week. Sometimes, you do not realize it until someone helps you to remind and
concentrate on those issues.”
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“I focused on being more mindful in [my] day to day life: set out to try out a variety of
mindfulness activities throughout the week. I did feel that this made a positive difference
in my well-being”
“Being prepared helped with the anxiety but[ burned] me out leaving less time for
myself. The mindfulness and relaxation method seemed to help, but I still often couldn't
throw that sick feeling in my stomach.”
“I found it interesting doing the body scan because I never really noticed how tensed up I
got when I feel stress and how much I relieved by just un-tensing. I found the deep
muscle relaxation difficult because I would tense and not really feel the release as much
as if I was actually tensed up.”
Table 22
Tendency to Display a Range of Attitudes
Percentage of Participants, % (Frequency, N)
Week 1

Week 2

Week 3

Week 4

Positive Attitude

34.5(10)

32.1(9)

23.1(6)

28.6 (6)

Negative Attitude

17.2(5)

3.6(1)

0(0)

4.8(1)

Mixed Attitude (or
Conflicting)

3.4(1)

10.7(3)

7.7(2)

4.8(1)

Neutral Attitude
(Factual)

44.8(13)

53.6(15)

69.2(18)

61.9(13)

Responses from reflections were then categorized into one of the 7 EI facets (or the
‘other’ category) in order to demonstrate the breakdown of focus on the range of EI skills by
week (Table 23). This means that the participants’ reflections included reference to the noted EI
skill. Participants often discussed more than one of the 7 skills each week and thus they are not
mutually exclusive. When looking at whether the reflections were, in general, more self-focused
versus other-focused, 93.3% in week 1, 89.3% in week 2, 84.6% in week 3, and 81.0% in week 4
were self-focused across a range of skills. Percentages are taken from those who did fill out a
reflection that week.
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Table 23
How Reflection Paragraphs Represent EI skills
% of Participants(Frequency, N)
EI Skill Represented in
their Self-Reflection

Week 1

Week 2

Week 3

Week 4

Emotional Self-Awareness

69.0(20)

57.1(16)

92.3(24)

63.6(14)

Emotional Awareness of
Others

0(0)

3.6(1)

7.7(20

13.6(3)

Emotional Expression

3.4(1)

7.1(2)

3.8(1)

0(0)

Emotional Reasoning

13.8(4)

10.7(3)

11.5(3)

31.8(7)

Emotional SelfManagement
Emotional Management of
Others
Emotional Self-Control

44.8(13)

33.3(9)

26.9(7)

55.0(11)

0(0)

3.6(1)

3.8(1)

4.5(1)

3.4(1)

10.7(3)

0(0)

0(0)

Other (non-EI skills)

27.6(8)

28.6(8)

3.8(1)

27.3(6)

Note. As is very difficult to categorize responses into EI skills given the perceived overlap, inter-rater
reliability was not reported for this. The categorizations were based upon the viewpoint of the author as she
was the one teaching the skills and thus labeled each activity. See limitations section of discussion.

Interpretation of Objective 4c Results: To Evaluate Application of Skills
The extent to which individuals apply EI skills encompasses a range of actions that also
relates to the frequency and effectiveness to which they are applied. The majority of the
participants responded affirmatively regarding the application of the skills to daily encounters.
Practice logs also provided an indication of the practical implications of the application of skills.
A general analyses of practice showed that between 67.6% and 88.2% of the participants
practiced some form of skill(s) each week. However, the extent to which participants practiced
consistently, was much less common. A range of reasons may govern this pattern, including a
failure to fill out practice logs, reflection on skills without practicing concretely, reduction in
motivation by the last week, and large workload preventing practice. Further implications of
patterns of practice will be discussed in the general discussion.
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While there was variability in the general skills practiced by week, there is a clear bias
toward the specific, more concrete skills that were demonstrated in class. Responses could be
mostly categorized into skills that fit directly into either emotional self-awareness (ESA;
mindfulness practice, mindfulness meditation/breathing, body scan, muscle relaxation) or
emotional self-management (ESM; cognitive re-structuring, exercise). However, additional
analysis of the reflection paragraphs to further understand how skills were being thought of and
applied, showed that the practice of specific skills is not always straight-forward. Noted skills
were often used to aid the improvement of a range of EI facets. Specifically, skills taught under
one EI facet can often be categorized into other EI facets depending on how they are used (e.g.,
mindfulness for the purpose of emotional management or self-control; cognitive re-structuring
for the purpose of emotional reasoning). The attempt to categorize the skills talked about in
reflections by week in Table 23, indicates that despite practice logs showing practice of the
above-noted skills as they link to specific EI facets, other EI facets were also being worked on.
Results also indicate congruence with EI profile patterns in the understanding section,
showing a focus on EI skills related to the self rather than to others. There are parallels between
skills indicated on practice logs, the strong content focus on ESA and ESM in reflections, and the
prominence of ESA and ESM as the ‘most-mastered’ skills on the feedback forms. The two EI
facets listed as ‘least-mastered,’ were also ESA and ESM, indicating once again a focus on these
facets and potentially improvement in some but not all aspects of them. Interestingly, emotional
awareness of others (EAO) comes out as the second ‘most-mastered’ skill and emotional selfcontrol (ESC) as the fourth. Improved ESC may reflect the outcome of the practice of ESA and
ESM. Perceived improvements in EAO as well as further attempts to address the relationship
between facets are presented in the general discussion.
Further analysis of reflection paragraphs suggested that the areas of focus shifted across
the weeks to align somewhat with the EI facet taught that week. However, ESA and some ESM
skills remained constant throughout all sessions as those most commonly addressed. Themes
from the reflection paragraphs showed an increase in the discussion of success in meeting goals,
statements of ways to improve this success, and levels of skill mastery, in addition to a decrease
in mention of difficulty from week 1 to week 4. These can be seen as an indication of
commitment to practice. The notion that some individuals tended to relate their weekly practice
to personal difficulties, reflected a positive indication that participants were engaging in self-
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reflection; approximately half of the participants each week provided a rationale for their choice
of skill practice. For the participants who successfully met their goals, goal setting improved
their lives in some respect. Further, irrespective of whether they met their goal, the majority of
participants said that they at least worked on/practiced aspects of EI during the week. More
participants reported that the goals they set and practiced helped or improved their lives
compared to those who reported they did not help. There is a general indication that participants
were implementing changes into their everyday lives as a result of their involvement in the
program.
General Evaluation: Participant Satisfaction
Table 24 summarizes the Likert-scale questions from the feedback questionnaires that are
relevant to participant satisfaction with the EI program. 88.2% of the participants completed the
final feedback forms and of these, the majority of participants indicated that the sessions were
beneficial, and that they would recommend both the content and the speakers to others.
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Table 24
Program Satisfaction Responses from Final Feedback Questionnaire
Questions (n = 30)
Overall, how would
you rate the 5session EI program
you have just
complete?

How satisfied are
you with the quality
of the EI Program?

How would you rate
the in-class
presentations and
PowerPoint
presentation?
Would you
recommend this
program to others?
Would you
recommend a
program on the
topic of Emotional
Intelligence to
others?
Would you
recommend the
speakers to others?

Percentage of Respondents (Frequency)
Extremely
Unhelpful
0(0)

Somewhat
Unhelpful
3.3 (1)

Neutral

Extremely
Unsatisfied
0(0)

Somewhat
Unsatisfied
3.3 (1)

Neutral

Extremely
Ineffective
0(0)

Somewhat
Ineffective
6.7(2)

Neutral

Yes
96.7(29)

No
0(0)

Other
3.3(1)
"neutral"

100(30)

0(0)

0(0)

96.7(29)

0(0)

3.3(1) "?"

6.7(2)

3.3 (1)

10(3)

Somewhat
Helpful
33.3 (10)

Extremely
Helpful
56.7(17)

Somewhat
Satisfied
33.3 (10)

Extremely
Satisfied
60(18)

Somewhat
Effective
40(12)

Extremely
Effective
43.3(13)

Participants differed in their perception of helpfulness of each session, with 33.3% stating
that session three was the most helpful of the 5 sessions. In descending preference, the sessions
were considered as follows: 23.3% chose session 4; 10% session 5; 3.3% sessions 1 and 2; and
20% indicated that two or more sessions were equally as helpful. The majority of individuals
endorsed more than one learning format to be helpful including small and large group discussion,
individual reflection, goal setting exercises, homework worksheets, skills practice, and lecture
with 86.7% indicating 3 or more of these responses. 37.9% of the respondents had participated in
other professional development activities in the previous 6 months.

EMOTIONAL INTELLIGENCE AND TEACHING

155

Participants also had the opportunity to indicate what they liked most and least about the
program. 82.4% wrote something in this category with several themes emerging. The percentage
of participants who fit into each category, not being mutually exclusive, is summarized in Table
25. There was very good agreement between the two raters, κ = .893, p < .0005:
Table 25
What Participants Liked Most about the EI program
Theme

Percent of
participants
who fit this
theme
(n = 29)

Example

Skills practice/skills
learning

51.7

“specific strategies to use in real situations;
great meditation strategies & workshops”

General
participation/learning

24.1

“taking part in a useful professional
development program EI learning about EI”

Self-Reflection

10.3

“The way that it served as a marker of life to
actually start concentrating on these important
issues”

Learning from Others

13.8

“Touching base with other teacher candidates
during practicum + hearing others examples”

Lecturer

10.3

“good presenter, good analogies & examples”

Group Discussion

6.9

“I enjoyed the small group and large group
discussion as I learned more during these group
discussions.”

Normalization

3.4

“how we can practice EI in our daily lives.
Hearing what makes other classmates stressed”

79.4% (N = 27) of the participants provided examples of what they liked least in the
program, with the most common theme mentioning the amount of homework. However, of the
37% who specified homework, many noted that they understood the importance of it as part of
the program. There was very good agreement between the two raters, κ = .855, p < .0005:
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“homework, even though I gained a lot from doing it”
“The homework, but I recognize its importance in the study! ;-)”
The remaining responses involved logistic complaints (18.5%) such as the timing of the
sessions or the fact that the food provided did not meet dietary needs. 7.4% of the participants
said there was nothing they did not like, and 11.1% noted that there was, on occasion, too much
information presented at once. Another 7.4% specified that they would have liked more
participation and 18.5% of the respondents mentioned a specific activity or dislike within one of
the sessions, such as written exercises or finding it difficult to think of examples during selfreflection activities.
Interpretation of Participant Satisfaction
Upon program completion, participant satisfaction was rated at over 90%. The sessions
were generally reported as positive, with over 97% indicating that they would recommend the
program to others. The feedback questionnaire also indicated that the session that taught
emotional awareness of others, reasoning, and management of self and others, was the most
helpful, with almost the same number of participants claiming more than one session to be
equally as helpful. Specifically, the survey results indicated that the participants positively
experienced learning about and practicing skills, participating in general learning from the
session leaders and from their colleagues in class, and engaging in self-reflection and group
discussion. Additionally, individuals commented on sharing with classmates, learning from
others, making personal changes, the efficacy of the presenter, and the group atmosphere.
Phase 2 and 3 Implications
This process evaluation was conducted to ensure each step of the program’s
implementation so that its outcomes could be attributed to the program itself. Generally,
following the causal model, it is evident that each step described in the theory section was
completed by the majority of participants. It can be concluded that the program was implemented
with fidelity, that most individuals both participated in the program and understood its
components, and as well, engaged in the application of the skills they learned.
It is also important to note the “non-completers” of the program. In the current study,
33% of the participants did not complete homework activities for some weeks; for other weeks
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this was less than 5%. This fact highlights one of the common difficulties often seen in group
programs, one of homework compliance (Tomkins, 2002). This result emphasizes the importance
of supervising individuals closely and providing support through a series of checks and balances.
Progress monitoring has recently become a focus in clinical practice (Ionita & Fitzpatrick, 2014).
Further, when high stress is present, variability in compliance frequently exists, with some
participants requiring stronger external motivation to aid with completion. Higher levels of
monitoring in such programs would aid activity compliance and prevent dropout.
While one cannot follow each participant through stages of the causal model, the
evaluator in this study did have the opportunity to provide evidence regarding program
implementation. The majority of participants were present for at least four of the five sessions;
five of the seven skills were salient when participants were asked about what they learned, and
all participants engaged in at least some form of skills application. Additionally, the majority of
participants was satisfied and gave positive feedback at the completion of the program. While
some individuals did not complete all required program components, the majority of participants
was engaged in all required components, and hence general changes in program outcomes are
most likely attributable to the program. A more detailed understanding of how the process
evaluation relates to the outcomes such as theoretical contributions of self-reflection, practice,
and self-efficacy, as well as speculations regarding the contribution of specific EI facets, are
discussed in the general discussion below.
Phases 2 and 3 Study Limitations
Though this study is built upon a strong program theory and evaluated on both process
and outcomes, there are a number of limitations. The low power as a result of a small sample size
may have influenced the lack of statistical significance seen in some of the outcomes. Future
studies using larger samples are needed to replicate the effects reported here. In addition, selfreport measures should not be solely relied upon since they are prone to social desirability and
other reliability fluctuations (Schwartz, 1999). Short scales (E.g., SWL) and shortened versions
of existing longer scales were also employed which might have affected both reliability and
validity (e.g., TSES). Further, participants were a self-selected sample, and despite the notion
that individuals thought they were being assigned randomly to control or program groups,
individuals were categorized according to their availability. The control group was given the
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option of program participation upon session completion. This was only the case for three
members of phase two. Additionally, given that individuals came from the same cohort, it is
plausible that there was contamination across conditions that impacted the scores from the
control group. Though groups that entered the EI program at different points in the year (October
versus January) showed no significant differences between groups on each variable at the
beginning of the program, it is possible that the workload at different times of year varied and
thus impacted stress levels and hence the results (i.e., practicum placements were at the
beginning of one of the EI workshops and the middle/end of the other). Relatedly, this might
have contributed to high dropout rates, which future studies should examine with regard to
differences between completers and non-completers.
The process evaluation also has a number of limitations, many of which are related to the
limitations of collecting qualitative data. The partial-completion of handed-in material on the
part of some participants is considered problematic given the small sample, thus increasing
difficulty in assessing program implementation. This problem was also exacerbated by the fact
that some individuals failed to write down their activities despite having completed them. The
notion that participants had a choice as to the skills they wanted to practice weekly, while being
beneficial for motivation, increased the difficulty of assessing understanding and practice of each
of the seven EI facets as some were overrepresented in the homework and varied between
individuals. Relatedly, some of the facets were less represented due to the fact that they may lend
themselves less to “skills practice” (e.g., emotional awareness of others). Further, given that
multiple measures were used as proxies for the outcomes, responses were coded, which for some
outcomes, such as categorization into EI facets, proved to be quite complex. Though measuring
the level of mastery was attempted, this yielded data that was not amenable to a profitable
discussion. This should be assessed weekly and by each skill practiced as opposed to time
practiced. Lastly, it is imperative to re-state that the causal model presented in this study is a
simplified model; it requires further statistical analysis in identifying how specific mechanisms
lead to specific outcomes. More theoretical implications and speculations with regard to the
results seen in the process evaluation and their relation to the outcomes in all three phases of this
research will also be discussed in the general discussion.
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Chapter 6
General Discussion
Building from the existing evidence that emotional intelligence (EI) can be developed
through EI training (e.g., Ciarrochi et al., 2007; Kotsou et al., 2011; Nelis et al. 2009; 2011;
Slaski & Cartwright, 2003), this dissertation aimed at further unpacking the possible mechanisms
through which such training leads to increases in EI and thus positively impacts a range of
psychological outcomes in a group of pre-service teachers. Despite empirical support for EI
training programs, many of the existing studies have been criticized for their lack of clear
theoretical or methodological rationale, dearth of detail regarding training content, or limitations
to their research design (Kotsou et al., in press). The objectives of this dissertation involved
replicating this impact of training on EI, assessing additional psychological outcomes, and in
addition, assessing the implementation such that the potential "how and why” of these changes
could be explored. The studies discussed here provide further evidence of the valuable impact of
EI training on workplace wellbeing outcomes. Further, though these present studies do not
statistically link processes to outcomes and therefore do not claim with certainty the existence of
specific causal mechanisms, the results from the process evaluation do allow for conjecture
regarding possible pathways by which change could have occurred, which are worth
investigating in future research.
Further Evidence for EI Training
The results of all three phases of EI program administration indicated an increase in selfperceived emotional intelligence above and beyond what could be attributed to the passage of
time, as seen by comparison to a control group. Similarly, improvements were generally seen in
self-reported teacher efficacy for all phases. The mastery subscale of resilience showed increases
across time (only measured in phase one). The coping inventory, measuring three types of coping
in phases two and three, showed increases in the adaptive type - task-oriented coping - over time.
Contrary to predictions, satisfaction with life and stress did not show uniform changes over time,
across studies. Stress showed significant decreases, but only at one-month follow up in phases
two and three. Life satisfaction also only showed significant increases in phases two and three.
These mixed findings will be discussed subsequently. It is noteworthy that some of the
improvements are trending as opposed to significant, possibly due to the limitation of low power
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from small sample sizes, however, those discussed are in the predicted direction. Further, even
without significance, effect sizes are most often above 10%, matching the mean effect sizes
deemed to have practical significance in a recent meta-analysis of socio-emotional interventions
(Durlak et al., 2011). These improvements provide further evidence that EI training is beneficial
for teachers-in-training and that it can improve EI in addition to psychological wellbeing
outcomes at post-program and, in some cases, at follow up. Given that phases two and three of
program administration also employed a process evaluation in order to ensure that outcomes
could, indeed, be attributed to the program itself, the following sections will integrate the
implications of the outcomes from all phases of administration with the processes that took place
throughout workshop sessions.
Program Implications: How did it work?
The mixed methods design of this comprehensive program evaluation allowed the
researcher to utilize the qualitative data to aid the interpretation of quantitative results. The
outcomes of each phase point to the benefit of EI training for the management of stress and
improvement of various aspects of psychological wellbeing. As such, the patterns observed
through training activities can inform how such changes might be taking place. Having assessed
each of the stages of the causal model, it has been determined that the steps proposed, namely
implementation with fidelity, participation in and understanding of program components, and
application of the skills learned, were completed by the majority of participants. Additionally,
participants’ responses at each stage of training and their patterns of completion, understanding,
and application, may further aid in the understanding of how the training has led to post-program
outcomes. The evaluation suggests that a number of processes may contribute to the trajectory
toward post-program outcomes. In combination with steps of the casual model, the analyses here
highlight three salient pathways that could be important in order for individuals to benefit from
the components of the program, specifically those related to self-reflection, skills practice, and
self-efficacy.
Possible Explanatory Mechanisms
Self-Reflection as a Possible Pathway
Assuming that participation and engagement are present, the notion of self-reflection
appears to hold great importance in the process of EI skills acquisition. Literature on teaching
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performance outcomes have long recognized the significance of self-reflection in effective
teaching in general (Stronge, 2007), but especially for the professional growth and development
of pre-service teachers during teacher-training. This is often seen through changes made to
pedagogical dimensions, such as curriculum planning and classroom management (Hatton &
Smith, 1995; Kong, 2010). Additional self-reflection activities were included in the present
program in order to increase understanding of EI skills as they impact the individual participant.
In this case, self-reflection differs only slightly from the EI skill ‘emotional self-awareness
(ESA)’ in that it suggests a more general awareness of existing behaviors and the opportunities
for change, and refers to the broad but active action of noticing and interpreting one’s thoughts,
feelings, and behaviors and utilizing this to inform future thoughts, feelings, and behaviors (or
performance). As described above, this might mean recognizing personal triggers that create
strong emotional reactions such that one may work on a solution. This is distinct from ESA as
self-reflection can be goal-oriented, whereas ESA reflects more the attentiveness to and
recognition of emotions (example items from the Genos Inventory: “I am aware of when I am
feeling negative” or “I find it difficult to identify my feelings on issues”) though this may be
merely a matter of operational definition.
In addition to the reflection paragraphs filled out by participants, activities of the original
program already involved self-reflection, though they were not defined that way by the author.
For example, Gardner (2005) cites activities, such as ‘recognizing triggers,’ to hold empirical
support for improving skills such as emotional management and self-control. This implies that an
element of introspection is required in order to make a change to behavior. Examination of the
reflection paragraphs shows that the majority of individuals relate the knowledge learned in the
workshop to their personal experience and then utilize this information to inform other
components such as goals and practice. In other words, it appears that this self-evaluation piece
is a step between understanding the material taught in the workshop and beginning to effectively
apply this knowledge. This is consistent with clinical literature in which self-reflective and
insight-enhancing techniques are utilized as a path to behavior change in therapeutic contexts for
various mental health difficulties (Kristeller & Hallet, 1999; Shapiro, Schwatrtz, & Bonner,
1998; Teasdale, Segal, & Williams, 1995). Responses from homework sheets within the process
evaluation seem to reinforce the contribution of self-reflection to the acquisition of EI skills. The
themes yielded from the analyses of reflection paragraphs, showed that the majority of
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participants had an openness and willingness to introspect, which preceded the implementation
of skills practice. Further, being given the opportunity to receive feedback on their EI profile was
an element of the program aimed at increasing participant awareness (Gardner, 2005). In line
with this, some participants noted that they felt negatively toward their EI profile results, but
recognized X or Y as an example of how it might be true, and then planned a relevant
goal/practice for the following week. Though this trajectory cannot be established for each
individual, it might be considered that those who reacted to their EI profile with a defensive
attitude, despite demonstrating an understanding of said EI skills, might not have engaged in a
self-reflective step. In this case, need for improvement would not be recognized and one could
reason that these are the individuals who failed to practice or that their skill application was in
vain since the core of the ‘problem’ was not acknowledged. Noteworthy is the emphasis of selfreflection in relation to the ‘self’ EI skills in the current program, and thus possibly a stronger
link to outcomes that reflect a self-focus. The observation of self-reflection or ‘personalizing EI
information’ seems to be a theoretically necessary part of EI skills acquisition and suggests it is a
possible intermediary step between understanding and application of EI knowledge.
Practice as a Possible Pathway
An increase in general EI total and facet scores across time combined with verification
that all participants engaged in some form of EI skills application throughout the program
suggests potential impact of practice on outcomes. Results seem to enhance the evidence that
supports practice as a pathway to a wide range of skill acquisition (Howells et al., 2005; Huppert
& Johnson, 2010), reinforcing that this may also be the case for EI skills. The likely contribution
of skills application to EI improvement, already part of the causal model in Figure 2, is
consistent with previous theoretical explanations (and controversy) surrounding the construct of
EI. These argue that EI is comprised of both declarative and procedural components requiring
practice in order to strengthen the link between these two types of knowledge (Fiori, 2009;
Mikolajczak, 2009). The idea is that individuals in the early stages of acquisition might have
good knowledge (understanding) without being good executors (Fiori, 2009). Responses to
individual EI profiles, received in session two of the workshop, exemplified that participants’
may be in these stages of early EI acquisition, seen by emerging themes of recognition of the
need for practical improvement. Later weeks showed increasing percentages of themes on
improvement, success, and mastery, in relation to skill practice of the week or within reflection
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paragraphs. In addition, there were overall increases in the amount of time and number of skills
practiced across weeks.
It was previously noted that the amount of practice for the acquisition of skills might vary
by individual (Rosenbaum, Carlson, & Gilmore, 2001). Though one might argue that a range of
individual differences such as previous learning or professional development (e.g., meditation to
enhance emotional self-awareness) could change the degree of this requirement, one can argue it
may also be linked to self-reflection. Specifically, that engaging in more self-reflection might
make application of skills more effective because one is aware of its effectiveness at each stage.
In other words, one may speculate that self-reflection and practice may have a bi-directional
relationship in that practice aids further introspection, which, in turn, enhances the impact of the
practice. This would imply a parallel relationship between self-reflection and practice, adding to
the complexity of the sequential explanation given above. For example, someone who has
previously engaged in significant amounts of therapy might have a higher level of insight into his
behaviors and thus be able to make changes to his skill practice more quickly. Following from
the previous section, this would imply that in order to gain procedural knowledge or become
skillful in an EI domain, one must practice, which requires both declarative general EI
knowledge and personal introspection of one’s own EI. Having to build on declarative
knowledge in addition to the exchange between practice and self-reflection, further support the
notion mentioned earlier suggesting an ‘incubation period’ or period of time that is necessary
before skills are effective. This is compatible with observations where stress reduction is only
seen after one-month post-program as opposed to immediately upon program completion. It is
also consistent with the continuing increase of Genos EI and sense of mastery subscale of
resilience between pre-, post-, and one-month follow-up. Further questions regarding consistency
of practice in general, how this may impact outcomes, and practice of skills related to specific EI
facets are addressed in the future directions section.
Self-Efficacy as a Possible Pathway
It is plausible that some increases in perceived EI may be attributable to higher selfefficacy after program completion. The self-efficacy theory (Bandura, 1986), involving the
understanding of how skills are applied, and having these then strengthened by experience and
feedback, would argue that improving knowledge about EI facets and how these apply to the
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individual would improve teachers’ confidence in using such skills. Practice, of which there is
some evidence for each participant, would have then aided in this development.
The program itself was particularly aimed at assessing perceived self-efficacy of EI. The
very increase in self-reported EI speaks to improved EI self-efficacy. This is congruent also with
the increase in teacher efficacy and the delayed decrease in stress seen in the outcome evaluation.
As described in the literature review, though one must acknowledge the notion that these selfreport ratings do not necessarily result in the same “objective” abilities that are captured by
measuring competence with performance measures externally, self-efficacy is a legitimate
pathway, which can add incrementally to the prediction of positive wellbeing variables (Keefer,
2015). For example, belief in one’s competence to regulate one’s own emotions has shown to
result in individuals who are better socially and emotionally adjusted than those who feel less
confident in their aptitude to do so (Alessandri, Vecchione, & Caprara, 2015). As a strong
predictor of behavior, self-efficacy is likely linked to other pathways such as practice and selfreflection, increasing their likelihood of occurring and thus resulting in higher motivation to
achieve competence that would be considered more “objective.”
Though it is not possible through this study to identify the amount of improvement
resulting from self-efficacy specifically, it can be seen, and has previously been argued to be, a
powerful motivator for change. This sense of confidence may be relevant to various domains of
behavior, in the case of this dissertation, outcomes include those related to wellbeing (i.e.,
coping, stress, resilience) as well as to perceived performance (teacher efficacy). Here, there may
be a distinction between skills focused on the self versus those that involve others. Though these
skills influence one-another, one may differ in effectiveness with regard to oneself (e.g., keeping
calm in the classroom) versus with regard to others (e.g., ability to teach academic material).
This notion is more complex and will be further discussed below in relation to EI.
Note on Stress, EI, and Coping
In the above studies, stress did not show a significant decrease in phase one, and only
reached a significant decrease at one-month follow-up in the next phases. Further, task-oriented
coping, a type of coping in which the individual is problem-focused, increased significantly
across time points, as did EI (with the exception of 6-month follow-up in some cases). These
results support the current literature looking at pathways between EI, stress, and coping. EI and
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coping have shown to combine to mediate the effects of personality on stress (Austin, et al.,
2010; Saklofske, et al., 2012), implying the importance of developing emotional competencies in
improving personal coping strategies (Downey et al., 2010). Further, recent research on EI and
physical health has shown that when individuals are high on trait EI, they are less reactive to
stress as measured via salivary cortisol (Mikolajczak, Roy, Luminet, Fillée, & de Timary, 2007)
and heart rate variability (Laborde, Brüll, Weber, & Anders, 2011). Other studies concur,
showing that high trait EI individuals appraise stressful situations as a challenge rather than a
threat, specifying that these individuals show higher self-efficacy to cope (Laborde et al., 2011;
Mikolajczak, & Luminet, 2008). One could also interject a corresponding interpretation that
individuals are engaged in problem-focused coping; those who have higher EI are in tune with
their emotions and thus engage in cognitive re-evaluation and action in order to decrease stress
(Keefer, Saklofske, & Parker, 2009). If individuals are in the process of learning new skills, such
as through EI training, the period processing and practicing some of these skills in real-life
situations could be considered on the same level of task-oriented coping, possibly with some
extra time for acquisition. Perhaps this is therefore not a comment on having more or less stress,
but on how higher EI, and in turn, more adaptive coping, might help to deal with stress
effectively. This further suggests that the onus be placed on using EI to manage stress as opposed
to placing focus on the mere experience of stress.
Other Considerations and Future Directions
There are a range of considerations that have arisen as a result of limitations from this
study as well as those that are associated with the controversy surrounding the definition and
measurement of the EI construct.
One main point of contention that concerns their combination is the breakdown of the
seven EI facets taught in the EI training. The lack of specification of the Genos EI theoretical
model regarding how the facets interact with one another, allows only for speculation as to the
impact the facets have on one another (Gignac, 2008; Palmer & Stough, 2001). It also raises
questions about interpreting the significant increase of almost all EI facets despite the results
from the process evaluation that show the dominance of emotional self-awareness (ESA) and
emotional self-management (ESM) as the most-practiced; ESA, ESM, emotional awareness of
others (EAO), and emotional self-control (ESC) as generally most-mastered; ESA, ESM, EAO,
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and ER as represented most in reflections and goal-setting; and all of the self-oriented facets
most saliently understood when asked about ‘significant thing learned’ by session. One
explanation could lie simply in problems with measurement, namely that the individual EI facets
are so highly correlated (see Table 9), that the outcomes are not discriminated. An alternative
contributing factor could be the simultaneous activation of multiple facets, such that if one is
practiced, this will also have an impact on other related facets. This is easily illustrated by taking
an action and attempting to identify the facet under which it is categorized. For example, in order
to ‘decide to wait to express your opinion to someone who has upset you until you are calmer,’
you must stop yourself from reacting (ESC), be aware of the fact that you are not calm and
recognize (ESA) that you would express yourself more effectively (ER; EE) when in a calmer
state. EI skills are most often used practically in combination with one another. Despite the fact
that some of the skills used to increase certain facets could be improved in isolation, such as
mindfulness practice to increase ESA, these same skills could be utilized to aid outcomes
associated with other facets, such as mindful breathing to aid in ESC. This is strongly supported
in the assertion of self-reflection as a possible pathway.
Previous literature has shown evidence contrary to the notion that EI facets are
specifically hierarchical (Fiori & Antonakis, 2011; Rossen et al.; 2008), however, the interaction
between facets is not fully understood. One attempt at partial explanation is that of the
categorization between EI facets related to the self versus the other (Mikolajczak, 2009). Such
categorization would imply that improvement in one of the skills related to the self (i.e., ESA,
EE, ER, ESM, & ESC) would aid in the improvement of some or all of the others. For instance,
being aware of one’s anger can help to better manage and control it. Such would be similar for
EAO and EMO. This does not imply that self-skills do not impact others-skills, but merely that
they are comprised of different skillsets. Looking at the specific EI facets in the outcome
evaluation, all self-EI facets increased despite the visible practice of only some, whereas in the
others category, only EAO improved. This not only provides evidence of the distinction between
self and others skills, but also speaks to the notion that a) the program was very self-focused and
b) when a skill was taught, it seemed to improve. Specifically, the program emphasized the
practice related to self-EI skills such as mindfulness and cognitive-restructuring, activities that
did not require recruitment of another. Though this is partially because ‘others’ skills lend
themselves less easily to practice, a limitation in design and practicality, this provides a measure
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of discriminant validity in that it shows that the skills trained were the ones that increased. The
increase of EAO, though not present as a facet that was practiced, came up in the ‘mostmastered’ section, was mentioned as salient a number of times throughout the workshop session,
and could also have increased due to higher self-efficacy as a result of new knowledge in this
domain.
How to Improve the Program and Evaluation
In further consideration of program delivery and facilitation of learning, improvements to
the EI training program here could include more specific activities catered to the improvements
of EI ‘others’ skills EAO and EMO. In relation to all EI facets, an increase in monitoring could
be added into each program session, such as longer periods of discussion around homework to
remedy issues with understanding and to increase the likelihood of practice. Further checks could
be included to motivate completion, and extra time could be given in-session to complete some
of the homework activities. Additional prompts and activities involving self-reflection, with
corresponding measures, may also aid in the increase of skills application and allow evaluators to
follow this application more closely. Further program-related incentive to practice, given its
positive impact on skill improvement, would also enhance acquisition of EI skills. There is need
for continued association of the new EI-based knowledge and skills to one’s context – this
applies to both personal and teaching situations – and increased session time for the
internalization of these psychoeducational and skill-based aspects of the program.
Previous literature shows mixed results with regard to the longer-term improvement of EI
skills. Some studies indicate that these changes may take time (Abe et al., 2013; Clarke, 2010;
Gorgas et al., 2013), though the amount of time is unclear. This study showed maintenance of
some of the EI and other outcome scores, but drop-off of others at 6-month follow up, the latter
being consistent with maintenance difficulties of positive effects experienced by individuals
engaged in Cognitive Behavioural Therapy for mental health difficulties such as depression
(Hollon, Thase, & Markowitz, 2002). Though phases two and three collected data at 6-month
follow-up, there was a large amount of dropout and phase one of this study only looked at scores
at the one-month time point. Further longer-term follow-up time points are required to clarify
this controversy and booster sessions to prompt skill practice may be useful (Whisman, 1990).
Future studies should also use a performance measure to assess EI as an increase in EI selfperception may not necessarily result in an increase in EI competency (Keefer, 2015). A 360°
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assessment of teacher EI would be most beneficial, recruiting self-ratings in addition to ratings
from colleagues and students from the classroom.
Further Implications: The Next Steps
Skill acquisition, especially for EI skills, which have often shown to be dependent on
context (Zeidner et al., 2008; 2012), is a complicated progression and the above-discussed
pathways are those that were salient when looking at the results of process and outcome
evaluations of the EI program administrations. It is acknowledged that these are possible
pathways that likely work in combination with other mechanisms of change, such as willingness
(Linehan, 2014) and motivation (Millet, & Rollnick, 1991) as well as others not described here.
The present studies looked at the rudimentary pieces of implementation and outcome; the causal
pathways described (in Figure 2) remain to be tested statistically, but because it would
necessitate a larger sample size, could not be implemented in the current research.
The preliminary exploration of processes have led to findings that could then inform
theory-building and hypothesis testing with larger sample sizes. For example, further research
may test whether those who practiced more, improved more, in line with what is expected by
skill acquisition theories—or could control for the number of skills practiced in order to reveal
which facet/skill or combination of skills predicted the greatest improvement in the range of
outcomes. The other possible pathways discussed here could also be tested. For instance,
measures from the process evaluation assessing self-reflection could be linked to EI and other
outcomes. These types of analyses would aid the understanding of the role of different
mechanisms in accounting for EI training effects as well as in determining the relationship
between EI facets, discussed above.
Lastly, a final note on the theory of EI is called for. Upon reflection as to whether the
results of the above studies support the ability or trait approach to conceptualizing EI, the answer
is unclear. Theoretical approaches to trait EI would define it to be comprised of emotional selfperceptions located at the lower levels of personality hierarchies (Petrides & Furnham, 2001;
Petrides, Pita, & Kokkinaki, 2007), implying a relatively stable characteristic. However, recent
literature has shown trait malleability, namely that it is the behavior around these traits that have
the capacity to change. Relatedly, other studies have shown certain traits to be activated by
specific contexts, indicating once again, that trait-related behavior is malleable (Ashton, 2013).
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On the ability side, though the definition lends itself easily to change, the notion that ability as it
is currently measured reflects emotion knowledge only without encompassing a procedural
component has been strongly argued (Fiori, 2009). Following from the results here, one may
argue that EI begins as a base ability or trait (a foundational ‘characteristic’ with a possible range
of expression), which then can potentially be improved through pathways, such as practice,
resulting in a competency. This description is supported by Mikolajczak’s (2009) proposed
tripartite model of EI, which draws a distinction between knowledge, ability to apply this
knowledge, and the propensity to put one’s abilities into practice. Regardless, studies on each
conceptualization of EI are complimentary, with both being relevant and helping us to further
understand how each of EI self-perceptions and EI knowledge may predict relevant outcomes
(Keefer, 2015). Though the terminology is still muddy, we are moving closer to more coherently
comprehending the components of EI ‘competency,’ where it’s underlying foundation begins,
and how it can be best assessed, improved, and maintained.
Inquiring about the particular mechanisms involved in the training of EI can help advance
the field by allowing for the empirically-supported improvement of programs aimed at a range of
populations. In the case of teachers, this competency is particularly important for their own
psychological wellbeing as well as for the wellbeing and future of their students. The ultimate
aim is to establish an empirically-based program that can be implemented into teacher education.
The results here support the notion of EI as an avenue toward more adaptive coping, which in
turn, helps individuals to manage stress more effectively and to be more efficacious in their
occupation. These improvements may be only some of the many outcomes aided by EI that could
benefit teachers in their paramount role to society.
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Appendices
Appendix A: Additional Tables
Table 26
Program Component Descriptions and Examples
Program
Component

Description

Example

Psychoeducation

This component can also be termed the lecture
component and involves teaching the group
about a number of different topics related to
stress, the construct of EI, coping, etc. In terms
of format, a standardized set of slides is
presented through each session where all slides
are covered content-wise, but time spent on
each slide depends upon class discussion,
questions, and group involvement. The layout
of content to be taught can be seen in more
detail in Table 26.

E.g., educating the group on the
nature of stress, how it is
cumulative, and how one can
assess one’s stress balance.

Education and
Demonstration of
coping skills

Though most of the education on coping skills
occurs in the first session, the entire five weeks
involve application of coping skills to various
situations in addition to demonstrating these to
the class (facilitator) and asking some
individuals to share and demonstrate their own
skills for coping as well as discussing
alternatives. One of the main points to get
across here is that these techniques are, in fact,
skills that require practice.

E.g., educate the class on the
potential positive impact of
breathing techniques on
anxiety/stress; outline technique
and demonstrate a few rounds of
‘box breathing’ to the class,
displaying the objective to slow
down ones breathing and
lengthen each breath.

Scenario
discussions

Scenario discussions surround the relevant
content being taught during the respective
session and will involve case studies to depict
possible situations that exemplify encounters
both in the classroom and some that are
otherwise generalizable. Participants are asked
to apply the 1-2-3 template taught or other
skills learned within sessions to find and apply
practical solutions to these exemplified
stressors.

E.g., “AB is a 24 year old male
who works in grade 5
classroom.... He lives an hour
away from his workplace ….
…. [sometimes has to do]
lunchroom duty etc. ….He gets
along well with his colleagues,
but there is some tension with
the school principal.... “

Group Activities

Group activities involve various exercises
including group discussions, role play, video
analysis, relation of each of the seven EI skills
to specific situations, in addition to others

E.g., one activity in session 2
involves breaking up into
groups (with each group
assigned to a different EI skill)
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chosen by the group

and asking each group to
identify one positive and one
negative classroom scenario in
which that assigned EI factor is
relevant (also to discuss how the
use of that skill was effective or
ineffective).

Homework

Homework mostly involves practice, selfreflection, goal-setting, and workbook
activities from the booklets provided. It asks
participants to engage with the content taught
within the previous session and relate this to
their personal lives and teaching (in this case
practicum) experiences.

E.g., one homework activity
from session 3 asks individuals
to come back the next week
having identified three
situations in which they,
themselves, are the least selfaware and how they may
increase awareness of their
actions (i.e. what triggers a
specific action and how can one
be aware of the preceding
feeling so as to avoid the
negative action).

Self-reflection

The program aims to promote continuous selfreflection throughout other program
components. Though this is difficult to
monitor, it is an imperative aspect of learning
EI skills and necessary for development of
these skills.
*Note: Any activity requiring the participants
to assess how they would react in a given
situation or to monitor their own thoughts,
feelings, and actions would qualify under this
category.

E.g., In week 2, participants are
asked to spend 60 seconds
considering how each of the EI
skills relate to them and
managing stress at work. They
are then to take two minutes to:
a) identify an EI strength, b)
think of a new situation where
they could demonstrate that
strength, c) identify the one skill
they feel they could develop to
become more effective in their
work, and d) determine
behaviours related to that skill
they could immediately
demonstrate more frequently.

Worksheets

These worksheets are written mini-assignments
(from the workbook) done in class that ask
individuals to fill in both content and selfreflective material on the given topic of the
moment. Some worksheets are also completed
as homework and usually involve the
application of each of the seven EI facets.

E.g., in session 1, individuals
are asked to write out each of
the seven EI facets and give
examples of situations in which
they may be applied.

Goal-setting
exercises

Goal sheets are a form of planning in order to
make the content more generalizable to outside

E.g., one exercise from session
3 asks participants to identify
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the workshop. Individuals are asked to make
changes to some aspect of their current routine
and record various aspects of this including
number of times completed and gradual steps.

the three EI-related things that
they could either stop, start, or
change over the next 30 days
and for each activity consider:
a) What they will do, b) How
they will do it, c) what support
they might need, d) how they
will know if they have been
successful (i.e., have clear,
measurable goals where one can
objectively answer if the goal
was met).

Table 27
Session Overviews and Components Involved in Each Session
Session Number
Session 1:

Content Covered
1

Introduction to
program, overview of
occupational stress and
linking stress to the EI
facets
2

3

4

Session 2:

1

Overview of EI and
understanding your EI

2

Components Involved

Introductory Lecture
- psychoeducation
a Stress is a subjective experience - education and
b The interpretation of the event is
demonstration of
a critical part of the stress
coping skills
process
- homework
c Stress balance – your stress
level should match importance
of situation triggering it
Teach skills to deal with occupational
stress
a Modify your environment
b Modify your perceptions
c Master other skills
Teach the three-step approach to stress
management
a Rate your stress level
b Rate the relative importance of
your stress
c Evaluate your stress balance
Teach strategies for regaining balance
(e.g., body-scan, breathing techniques,
tense and relax muscles)
EI and Occupational Stress
a EI is a set of skills related to
emotions and processing
emotional information
b EI is significantly related to
occupational stress
Introduction to EI

- psychoeducation
- demonstration of
coping skills
- group activities
- homework
- self-reflection
- worksheets
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a

3
Session 3:

1

The EI Facets
a Emotional Self-Awareness is the
building block for other EI
facets
b Developing Emotional
Expression is important for
building trusting and
cooperative relationships

- psychoeducation
- scenario
discussions
- group activities
- homework
- self-reflection
- goal-setting

1

The EI Facets Continued:
a Active listening is a critical skill
for Emotional Awareness of
Others
b Emotional reasoning is
imperative to more informed
decisions and is a means of
combining information and
emotions together
c Beliefs about events are the key
to Emotional Self-Management

- psychoeducation
- scenario
discussions
- group activities
- homework
- self-reflection
- worksheets
- goal-setting

1

The EI Facets Continued:
a Boosting stress immunity
improves Emotional SelfControl
b Increase the length of your
‘fuse’
Review of the above sessions with
further, new, and reviewed activities

- scenario
discussions
- group activities
- homework
- self-reflection
- worksheets
- goal-setting

Developing Emotional
Self-Awareness, and
Emotional Expression

Session 4:
Developing Emotional
Awareness of Others,
Emotional Reasoning,
and Emotional
Management
(Self/Others)

Session 5:
Developing Emotional
Self-Control &
Summary and plan to
move forward

There are seven facets in the
Swinburne /Genos EI model
b EI can be developed
Importance of having a plan and a
feedback mechanism is crucial

2
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Table 28
Components of Original SSMP Program - Taken from Gardner (2005)

Note. The EI facets here refer to the 5-factor Swinburne model as it was developed before the change to
the 7-factor model and hence has the old labels and abbreviations.
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Table 29
Description of and Rationale for Outcome Measures
Measure

Description

Demographics
Questionnaire
(DQ)

The DQ is a brief questionnaire asking about basics
characteristics such as age, sex, gender, previous
education, grades, ethnicity, language, and
extracurricular activities.
Discrepancy:
• Only included at time point 1 (for all phases)
• Slight differences between phase 1 and
subsequent phases

-

important general
information for
identification and
creation of groups

Genos
Emotional
Intelligence
Inventory
(GENOS;
Gignac, 2008)

The GENOS is a self- report measure of EI in the
workplace, comprised of 70 items assessing the way
an individual thinks, feels, and acts at work on the
basis of emotional information. This test is the
corresponding measure to the theoretical model the
program being evaluated is based on. Participants
respond on a 5-point Likert-type scale and are
instructed to indicate the extent to which each
statement is true of the way they typically think, feel
and act at work. The GENOS provides seven factor
scores of EI. Alpha coefficients for total score have
shown to be .96 in the typical population, and ranging
from .71 to .85 for the EI sub-scores (Gignac, 2008).
Discrepancy:
• Only included in phases 2 and 3

-

good psychometric
properties
maps onto the
proposed program
used in and shown
to be predictive of
positive outcomes
in the workplace
(Gardner & Stough,
2002)
measures trait EI in
accordance with the
theory described in
this proposal

.

Rationale

-

-

The Trait
Emotional
Intelligence
Questionnaire
– Short Form
(TEIQue–SF;
Petrides &
Furnham,
2006)

The TEIQue- SF is a 30-item scale that provides a
global trait EI score. A 7-point Likert scale, ranging
from 1 (completely disagree) to 7 (completely agree),
is used to assess the individual’s self-perceived
abilities and behavioural dispositions. Cooper &
Petrides (2010) reported high levels of internal
consistency (α = .89 for men; α = .88 for women) for
global trait EI.
Discrepancy:
• Only included in phase 1

-

Wong and Law
Emotional
Intelligence
Questionnaire
(WLEIS;
Wong, Wong,
& Law, 2007)

The WLEIS is a self-report EI measure with four
ability dimensions based on the appraisal,
understanding, expression, and management of
emotion in the self and others. This scale was
originally developed for Chinese respondents and
contains 16 items with a 7-point Likert-type scale (1 =
totally disagree, 7 = totally agree). There are four
subscales in the questionnaire: Self Emotion

-

-

-

good psychometric
properties
different trait model
(4 factors)

good psychometric
properties
different trait model
(4 factors)
allows for
secondary
operationalization
of the EI construct
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Appraisals, Others’ Emotion Appraisals, Regulation of
Emotion, and Use of Emotion. Alpha coefficients for
total score have been reported to be .86 overall
with .86 for males and .87 for females (Shi & Wang,
2007).
Perceived
Stress Scale
(PSS; Cohen &
Williamson,
1988)

The PSS is a 10-item questionnaire on which
respondents are asked about the frequency of specific
feelings and thoughts during the past month.
Responses are indicated on a Likert scale ranging from
0 (never) to 4 (very often). Cohen et al. (1988)
reported an alpha coefficient of .78.

and can be mapped
onto the SUEIT
(Vesely, 2011)

-

-

it is a self-report
measure of stress
measure is well
accepted in the
field, frequently
cited
sound psychometric
properties

Coping
Inventory for
Stressful
Situations
(CISS; Endler
& Parker,
1999)

The CISS is a 48-item revised version of the original
scale (Endler & Parker, 1999). Respondents indicate
how much they engage in various activities during
difficult, stressful, or upsetting situations on a 5- point
scale, ranging from 1 (not at all) to 5 (very much). The
alpha coefficients of the coping subscale were .76 for
women and .84 for men in a sample of college students
(Endler & Parker, 1999).
Discrepancy:
• Only included in phases 2 and 3 (replaced the
OASIS from phase 1 – see below)

-

same as the PSS
additionally divided into types
of coping, (one of
which is ‘emotionfocused coping’),
that can be easily be
parsed out of
statistical analysis
given the subject
matter

The Overall
Anxiety
Severity and
Impairment
Scale (OASIS;
Norman,
Cissell, MeansChristensen, &
Stein, 2006)

The OASIS is 5-item questionnaire (self-report) that
measures the severity and impairment of anxiety (for
clinical and nonclinical samples). Responses are
recorded on a scale of 0–4. The OASIS developers
reported a coefficient alpha of .80.
Discrepancy:
Only included in phase 1

-

decent
psychometric
properties
no cost
short means of
looking at anxiety
in a non-clinical
population

Satisfaction
with Life Scale
(SWL; Diener,
Emmons,
Larson, &
Griffen, 1985)

The SWL is a 5-item measure that generates a global
life-satisfaction score using a 7-point Likert scale (1 =
Strongly disagree, 7 = Strongly agree). Cronbach’s
alpha for this scale has been shown to be .87 (Diener
et al., 1985).

-

The Teacher’s
Sense of
Efficacy Scale
(TSES-SF;
Tschannen-

The TSES- SF is a 12-item measure that assesses
teacher competence and task demands in particular
teaching contexts. It yields scores on three dimensions
of teacher efficacy (Instructional Strategies, Classroom
Management, and Student Engagement). Items are

-

-

-

-

Widely accepted in
the field
Good proxy for
wellbeing and
general positive
day-to-day
satisfaction

it is most accepted
teacher efficacy
measure in the field
built upon the
foundation of
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moran and
Woolfolk Hoy,
2001)

rated on a 9 point scale Likert scale ranging from
“nothing” to “a great deal”. The scale has good
internal consistency, with Cronbach alphas ranging
from .90 for total score and from .81 to .86 for each
subscale (Tschannen-Moran & Woolfolk Hoy, 2001).

The Resiliency
Scales for
Children and
Adolescents –
Adult Version
Revised
(RSCA-A-R;
Saklofske et
al., 2011)

The RSCA-A-R is a modified version of the Resiliency
Scale for Children and Adolescents (RSCA; PrinceEmbury, 2007), which has included eight additional
items intended to characterize the appropriate
developmental trajectory of adults (added to the Sense
of Mastery scale). It assesses the core constructs found
to underlie personal resiliency. The RSCA-A-R
contains 72 items and three global scales, with 28
items for the Sense of Mastery scale, 24 items for the
Sense of Relatedness scale, and 20 items for the
Emotional Reactivity scale. Participants indicate their
responses on a five-point Likert scale. Cronbach alpha
coefficients are 0.91 (Sense of Mastery), 0.93 (Sense of
Relatedness), and 0.91 (Emotional Reactivity;
Saklofske et al., 2013).
Discrepancy:
• Phases 2 and 3 include a more updated version
of this scale being developed for use with
young adults. It is currently being tested in
other samples (unpublished). However,
resilience was not reported in the analysis of
phases 2 and 3 due to high frequency of
response sets in the data.

-

numerous other
measures (e.g.,
Guskey, 1981; Rose
& Medway, 1981;
Ashton et al., 1982)
good psychometric
properties
Good psychometric
properties
Potentially a similar
predictor like EI
Theoretically a
“coping variable”

Note (frequency of use). All of the outcome questionnaires in this Table were administered at set time
points, specifically, at the start and end of the program (pre and post) in addition to 1-month (and 6-month
for phases 2 and 3) follow-up time point(s) from the end date. The control group completed these same
questionnaires at baseline (when the program group begins the first of five sessions), when the program
group completes the program, and at parallel follow-up time points.
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Table 30
Skewness and Kurtosis Values as a Measure of Normality

Program

Control

Program

Control

Program

Control

Program

Control

Program

Control

Program

VARIABLE

N

TSES 1
TSES 2
TSES 3
TSES 4
TSES 1
TSES 2
TSES 3
TSES 4
PSS 1
PSS 2
PSS 3
PSS 4
PSS 1
PSS 2
PSS 3
PSS 4
GENOS 1
GENOS 2
GENOS 3
GENOS 4
GENOS 1
GENOS 2
GENOS 3
GENOS 4
SWL 1
SWL 2
SWL 3
SWL 4
SWL 1
SWL 2
SWL 3
SWL 4
Task CISS 1
Task CISS 2
Task CISS 3
Task CISS 4
Task CISS 1
Task CISS 2
Task CISS 3
Task CISS 4
Emot CISS 1

34
33
31
27
21
21
13
11
34
33
30
26
20
21
13
11
34
33
30
26
20
21
13
11
30
29
26
22
19
20
12
9
33
32
30
26
20
21
13
11
33

SKEWNESS
Value
St. Error
-.323
.403
-.754
.409
-1.209
.421
-1.281
.448
.054
.501
.312
.501
-.314
.616
.123
.661
.417
.403
.482
.409
.432
.427
.719
.456
1.084
.512
1.058
.501
.538
.616
.813
.661
-.298
.403
-.257
.409
-.238
.427
-.626
.456
.926
.512
.036
.501
.744
.616
-.145
.661
-.082
.427
-2.116
.434
-1.037
.456
-1.198
.491
-.662
.524
-1.310
.512
-.694
.637
-.523
.717
-.120
.409
-.575
.414
-.770
.427
-.572
.456
.727
.512
-.631
.501
.298
.616
-1.500
.661
.334
.409

KURTOSIS
Value
St. Error
-.330
.788
-.171
.798
1.245
.821
2.206
.872
.176
.972
.182
.972
.755
1.191
-1.692
1.279
.645
.788
-.487
.798
-.853
.833
1.056
.887
1.316
.992
.744
.972
-1.077
1.191
-.427
1.279
.804
.788
-.337
.798
-.128
.833
.094
.887
1.829
.992
1.162
.972
1.888
1.191
-.215
1.279
-.684
.833
7.339
.845
1.133
.887
1.030
.953
-.064
1.014
.783
.992
-.324
1.232
1.325
1.400
-.514
.798
.470
.809
.491
.833
-.697
.887
.533
.992
.439
.972
-.134
1.191
4.538
1.279
-.608
.798
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Control

Program

Control

Program

Control

Emot CISS 2
Emot CISS 3
Emot CISS 4
Emot CISS 1
Emot CISS 2
Emot CISS 3
Emot CISS 4
Avoid CISS 1
Avoid CISS 2
Avoid CISS 3
Avoid CISS 4
Avoid CISS 1
Avoid CISS 2
Avoid CISS 3
Avoid CISS 4
WLEIS 1
WLEIS 2
WLEIS 3
WLEIS 4
WLEIS 1
WLEIS 2
WLEIS 3
WLEIS 4

33
30
26
20
21
13
11
34
33
30
26
20
21
13
11
30
29
27
23
18
19
11
9

.531
1.113
.950
.889
.973
.805
-.062
-.271
-.100
-.210
.369
-.565
-.187
1.312
-.360
-.427
-.208
-.528
-1.220
.988
-.827
-1.096
.343

.409
.427
.456
.512
.501
.616
.661
.403
.409
.427
.456
.512
.501
.616
.661
.427
.434
.448
.481
.536
.524
.661
.717

-.849
.587
.572
1.121
1.570
1.091
-1.479
-.494
.036
.962
-.492
.492
-.427
1.539
.142
-.344
-.747
1.012
1.690
2.215
1.132
1.898
-1.043

.798
.833
.887
.992
.972
1.191
1.279
.788
.798
.833
.887
.992
.972
1.191
1.279
.833
.845
.872
.935
1.038
1.014
1.279
1.400

Note. Non-normal distributions for groups that were used in analyses, are indicated in red.
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Appendix B: Examples of Documents Handed in
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Appendix C: Program Revisions
Program Revisions: Changes from Original Program to Program Version 1
Changes made to the EI program between the original and version one used for phase
one, were minimal and provided a clearer organizational framework. Specifically, the workbooks
were edited for clarity and unnecessary explanations; certain examples were removed from the
workbook text. A number of examples in the workbook and PowerPoint slides were changed to
be more focused on the classroom and teaching environment. The time spent on the number of
activities was increased in comparison to the time noted for the original program with less time
spent on discussion slides that were repetitive from the psychoeducational material. Additionally,
final feedback forms, unique from those described subsequently were collected following phase
one, with the feedback integrated into the second round of changes that are discussed below.
Further Program Revisions: Changes from Program Version 1 to Program Version 2
Additional changes to the program were made based on participant feedback and logistic
concerns from the program’s previous implementation. Sessions were changed from 1.5 hours in
length to spanning two hours to accommodate a more interactive component such as discussion
and extended activities. Further, the emotional intelligence dimensions discussed throughout the
program spanned a longer period of time in general such that fewer factors were discussed each
day than in the original program. This resulted in the last dimension being taught on the 5th day
rather than the 4th, leaving more time for in-class inquiries, activities, and discussion. Slides
were re-organized to fit the structure of the newly organized program. A number of other simple
additions were made organizationally, such as utilizing name-tags, sending emails with weekly
homework reminders, and providing individuals time to complete homework sheets in class in
order to reduce time spent on work at home. Worksheets, feedback forms, reflections, and
homework sheets that were created and catered to the program, were added in order to facilitate
program evaluation.
There were also additions made to the content. The workbook edits that were changed in
the previous phase remained. Slides were modified to increase the explanations on each EI skill
with the addition of media examples to illustrate the positive and negative use of skills and to
facilitate discussion of their overlap. Slides with additional theory on EI, such as the theoretical
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model, as well as more recent empirically-based examples regarding EI’s relation to stress and
the variety of outcomes that result from stress were included in the workshop slides. Given that
the aims of the workshop were to increase participant involvement, some slides that were meant
to be lecture-based, were converted into a discussion. For example, a series of slides on why
each EI skill is important became interactive. Similarly, a brief period on homework feedback
was included at the beginning of each session such that participants could express personal
struggles or triumphs with what they were working on, which has been previously shown to
facilitate behavior change. Given the background of the program facilitators, many explanations
drew on a clinical perspective as viewed through the following newly included activities.
In addition to the activities stemming from the empathy and anger literature as cited in
Gardner’s (2005) original program, a number of empirically-based activities for improving skills
that overlap with EI were included. The aim of this section was to increase the focus on
evidence-based methods and emphasize the inclusion of empirically based information and
activities. For instance, when teaching cognitive re-structuring, a handout for unhelpful thinking
styles was provided to further emphasize cognitive distortions and to aid individuals with
emotional reasoning and self-management. Psychoeducation involving such learning has often
been used and is supported in the cognitive-behavioral therapy (CBT) literature (Taylor et al.,
1997). Other components of CBT that are viewed to be relevant to learning EI skills were also
included, such as: the use of thought records as an optional homework activity, a focus on
prevention rather than intervention, and the idea that practice is a key component of making true
changes and hence the emphasis on homework (see Friedman, Thase, & Wright, 2008 for a
review of both cognitive and behavioral therapies). Personal effectiveness and mastery were
emphasized throughout and explanations that included skills from the clinical literature, such as a
focus on being in the moment and acceptance from dialectical behavior therapy (DBT) when
discussing emotional self-awareness (ESA) (Linehan, 2014; Linehan, Bohus, & Lynch, 2007).
Further, though mindfulness was already a component of the ESA portion of the workshop,
additional mindfulness practice was included in each session after it was taught and participants
were encouraged to practice this as a basic skill. When discussing emotional management and
control, skills from DBT were also utilized to make the distinction between solving a problem
and acknowledging when a problem was beyond the individual’s control (Linehan, 2014). When
creating additional exercises as homework, for example, goal setting, the long-supported criteria
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of “SMART - specific, measurable, achievable, realistic, and time-bound” was used to delegate
how to set goals (Doran, 1981). Any changes to activities, slides, or the workbook, incorporated
guidance from either previous implementation or the empirical literature.
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Appendix D: Permission for Article Inclusions
Permission to include CJSP article (Vesely, Saklofske, & Leschied, 2013)
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Permission to include PAID article (Vesely, Saklofske, & Nordstokke, 2013)
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A program evaluation. Symposium presented the Annual Canadian Psychological Association
Convention, Vancouver, BC.
Vesely, A. K., Saklofske, D.H., Leschied, A. D. W. (June 2013). Teacher efficacy and
wellbeing: Understanding the contribution of emotional intelligence. Symposium presented at the
Annual Canadian Psychological Association Convention, Quebec City, QB.
Vesely, A. K., Saklofske, D.H., Nordstokke, D. W. (June 2013). Examining the effects of EI training on
pre-service teacher wellbeing and efficacy. Symposium presented at the Annual Canadian
Psychological Association Convention, Quebec City, QB.
Vesely, A. K., Saklofske, D.H., Nordstokke, D. W. (June 2014). Training emotional intelligence in preservice teachers. Symposium presented at the Annual Canadian Psychological Association
Convention, Vancouver, BC.
Poster Presentations
Nordstokke, D.W., Saklofske, D.H., Vesely, A. K., Crumpler, T. & Nugent, S. (June 2011). Investigating
psychological factors related to university student success. Poster presented at the Canadian
Psychological Association Annual Convention, Toronto, ON.
Semple, T. D., Saklofske, D. H., Nugent, S. M., Vesely, A. K., Hindes, Y. L., & Prince-Embury, S.
(February 2011). Resilience profiles in an undergraduate population. Poster presented at the
National Association of School Psychologists 2011 Annual Convention, San Francisco, CA.
Semple, T. D., Vesely, A. K., Saklofske, D. H., Nordstokke, D.W., & Nugent, S. N. (October 2010).
An investigation into the construct of resilience in an adult population. Poster presented at the
University of Calgary’s 3rd Annual Faculty of Education Graduate Student Research Poster
Conference, Calgary, AB.
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Siegling, A. B., Saklofske, D. H., & Vesely, A. K. (October 2010). Trait EI: Relationship with the big five
and gender role attributes in an undergraduate student sample. Poster presented at the
University of Calgary’s 3rd Annual Faculty of Education Graduate Student Research Poster
Conference, Calgary, AB.
Smith, M. M., Saklofske, D. W., Prince-Embury. S., D. H., Nordstokke, & Vesely, A. K. (July 2013).
Measuring personal resiliency in young adulthood: The resiliency scale for young adults. Poster
accepted at the International Society for the Study of Individual Differences Annual Convention,
Barcelona, Spain.
Vesely, A. K., & Saklofske, D. H. (July 2014). Improving teacher efficacy: Evaluating how emotional
intelligence training helps. Poster presented at the 17th European Conference on Personality,
Lausanne, Switzerland.
Vesely, A. K., Saklofske, D.H., & Siegling, A. B., Nordstokke, D. W. (June 2011). Emotional
intelligence: Relationships with perfectionism, anxiety, and motivation. Poster presented at the
Canadian Psychological Association Annual Convention, Toronto, ON.
Vesely, A. K., Siegling, A. B., Saklofske, D.H., Nordstokke, D. W. (July 2013). Personality and mental
health: Further investigation for the decisive role of emotion-related traits. Poster presented at the
International Society for the Study of Individual Differences Annual Convention, Barcelona,
Spain.
Vesely, A. K., Siegling, A. B., Saklofske, D.H., Nordstokke, D. W. (June 2012). Gender-specific
personality and mental health outcomes: The role of trait emotional intelligence. Poster presented
at the Canadian Psychological Association Annual Convention, Halifax, NS.
REASEARCH: OTHER ACTIVITIES
Journal or Conference Reviewer
 British Journal of Education, Society & Behavioural Science (2012)
 Canadian Journal of Behavioral Science (2013)
 Abstracts for Psychologists in Education section of Canadian Psychological Association (2012present)
Newsletter Editor
 Canadian Association of School Psychologists Newsletter (2012 - present)
Affiliations and Representation
 Student Representative of CPA’s Psychologists in Education section (2012 - present)
 Student Representative of the London Regional Psychological Association (2013 - 2014)
 Society for a Science of Clinical Psychology member (SCCP; 2011 - present)
 London Regional Psychological Association member (LRPA; 2011- present)
 Canadian Association of School Psychologists member (CASP; 2010 - present)
 Canadian Psychological Association member (CPA; 2009-present)
ACADEMIC AWARDS AND HONOURS
Date
2014
2013 - 2015
2014/2015

Award
Top 25 SSHRC Storytellers
Award
Canadian Graduate Scholarship
Graduate Teaching Award (GTA)
Scholarship

Institution
Social Sciences and Humanities Research
Council of Canada (SSHRC)
Doctoral SSHRC
University of Western Ontario

Value
$3,000
$40,000
$9,100
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2014/2015

Western Graduate Research
Scholarship
Graduate Teaching Award (GTA)
Scholarship
Western Graduate Research
Scholarship
Graduate Teaching Award (GTA)
Scholarship

University of Western Ontario

$1,200

University of Western Ontario

$9,100

University of Western Ontario

$1,500

University of Western Ontario

$9,100

Western Graduate Research
Scholarship
Graduate Teaching Award (GTA)
Scholarship

University of Western Ontario

$10,900

University of Western Ontario

$9,100

2011/2012

Western Graduate Research
Scholarship

University of Western Ontario

$10,900

2011

Applied Psychology Travel
Award
Queen Elizabeth II Graduate
Scholarships
Alberta Graduate Student
Scholarship
Queen Elizabeth II Graduate
Scholarships
Top Student Award
Queen Elizabeth II Graduate
Scholarships
McMaster University Entrance
Award

University of Calgary

$1,000

University of Calgary

$3,600

Alberta Learning

$3,000

University of Calgary

$7,200

University of Calgary
University of Calgary

$700
$7,200

McMaster University

$2,000

2013/2014
2013/2014
2012/2013

2012/2013
2011/2012

2011
2011
2010
2010
2009
2004

CLINICAL TRAINING: SUPERVISED CLINICAL EXPERIENCE
Internship
 The Hospital For Sick Children, Toronto, ON
(September 2015 – Present)
Supervision Practicum
 The Waitlist Clinic - Canadian Mental Health Association, London, ON
(September 2014 – December 2014)
General Clinical Practicum
 London Family Court Clinic, London, ON
(May 2014 – December 2014)
 Pediatric Oncology & Children’s Health - London Health Sciences Centre, London, ON
(March 2014 – September 2014)
 Child, Adolescent, & Adult Mental Health - London Health Sciences Centre, London, ON
(September 2013 – June 2014)
 Children’s Hospital - London Health Sciences Centre, London, ON
(May 2013 – September 2014)
 Thames Valley District School Board, London, ON
(September 2012 – June 2013)
 Private Practice, London, ON
(January 2012 – August 2012)


Hull Child and Family Services, Calgary, AB
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(May 2011 – June 2011)
University of Calgary Applied Psychological and Educational Services (U-CAPES), Calgary,
AB (January 2009 – June 2011)

RELEVANT EMPLOYMENT AND RESEARCH EXPERIENCE












Emotional Intelligence Program Instructor - University of Western Ontario, London, ON
(January 2013/ October 2013/January 2014)
Research Coordinator for Emotional Intelligence Research Study - University of Western
Ontario, London, ON
(September 2011 - January 2013)
Research Assistant/Clinician for Strengths in ADHD Research Project - University of Calgary,
Calgary, AB
(September 2010 - July 2011)
Behavioral Aide for Child with Developmental Delay - Family Support for Children with
Disabilities (FSCD), Calgary, AB
(November 2009 – May 2011)
Research Assistant for Emotional Intelligence and Resilience Study - University of Calgary,
Emotional Intelligence Consortium, Calgary, AB
(October 2009 – April 2010)
Volunteer Research Assistant - Youth Psychiatry, Sunnybrook Health Sciences Centre/Hospital
for Sick Children, Toronto, ON
(November 2008 - August 2009)
Clinical Interviewer - Pediatric Psychology, The Hospital for Sick Children, Toronto, ON
(November 2008 – August 2009)
Volunteer Group Leader - Youth Mental Health, Centre for Addiction and Mental Health,
Toronto, ON
(January 2009 – June 2009)
Volunteer Research Assistant - Anxiety Disorders Research Clinic, Sunnybrook Health
Sciences Centre, Toronto, ON
(October 2008 – August 2009)
Research Assistant - Peer Relations Lab, McMaster University, Hamilton, ON
(August 2007 – August 2008)
Volunteer Research Assistant - McMaster Children’s Hospital, McMaster Health Sciences,
Hamilton, ON
(November 2007 – April 2008)

CONTINUING EDUCATION/PROFESSIONAL DEVELOPMENT
Training Certifications
 Applied Suicide Intervention Skills Training (ASIST), Center for Suicide Prevention
 Structured Clinical Interview for DSM-IV (SCID), University of Western Ontario
 Anxiety Disorders Interview Schedule for DSM-IV (ADIS), SickKids Hospital
 Infant and Toddler Environment Rating Scale Revised (ITERS-R), McMaster University
 Early Childhood Play Project (ECPP), McMaster University
 Brief Child and Family Phone Interview (BCFPI), McMaster University
 Early Childhood Environment Rating Scale Revised (ECERS-R), Hamilton Affiliated Services for
Children and Youth
External Workshops
 Advances in the Understanding and Management of ADHD (2009). Presented by Dr. Russell
Barkley, Calgary, AB
 Treating Obsessive Compulsive Disorder and Perfectionism (2013). Presented by Dr. Martin
Antony, Toronto ON
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Storytellers Showcase Workshop (2014). Facilitated by Shari Graydon and Pierre Chastenay, St.
Catharines, ON.

Internal Workshops (University of Western Ontario)
 Motivational Interviewing (2014). Presented by Dr. Henny Westra
 The Business of Private Practice (2013). Presented by Lindsey Forbes
 Dialectical Behavior Therapy (2013). Presented by Dr. Walter Friesen
 Couples Sex Therapy (2012). Presented by Dr. Guy Grenier
 Emotion-Focused Therapy (2012). Presented by Dr. Alberta Pos
 Positive psychology (2011). Presented by Dr. Tayyab Rashid
Internal Workshops (University of Calgary)
 Pervasive Developmental Disorders (2010). Presented by Dr. A. McCrimmon



Creative Methods for Helping Parents/Children: Developmental Play Therapy and
Marte Meo (2009). Presented by Drs. D.H. Soderquist, & B. Edkstedt
Developmental Coordination Disorder (2009). Presented by Dr. P. Kamps

Selected Topics for Clinical Psychology Seminars and Colloquia
 Alternative roles for psychology: Program Evaluation; Consultation-Liaison; Private Practice
Issues
 Diversity issues: Therapy with Transgendered Clients; Stigma in Mental Health
 Intervention and assessment techniques: Applied Behavioural Analysis; Using the WISC and
WIAT; Psycho-vocational Assessment; Biofeedback; Assessment of Learning
 Professional development: Self-Care in Clinical Practice; Delivering a Difficult Diagnosis; Ethics
in Social Media; DSM-5 Updates
 Psychopathology and presenting issues: Dual Diagnosis; Children with Intellectual Disabilities
Substance Use Comorbidity; End-of-Life Issues; Differential Diagnosis of Mood Disorders;
Trauma Therapy; Fetal Alcohol Syndrome/Spectrum Disorders; Chronic Pain; Eating Disorders
 Risk assessment: Child Abuse in the System; Assessment of Suicide Risk
Conferences Attended
 High Conflict Forum (2014), Hamilton, ON
 Annual European Conference on Personality (2014), Lausanne, Switzerland.
 Annual Meeting of the Canadian Psychological Association (2014), Vancouver, BC
 International Society for the Study of Individual Differences Bi-Annual Convention (2013),
Barcelona, Spain.
 Annual Meeting of the Canadian Psychological Association (2013), Quebec City, QC
 Annual Meeting of the Canadian Psychological Association (2012), Halifax, NS
 Annual Meeting of the Canadian Psychological Association (2011), Toronto, ON
 McMaster Graduate Student Conference (2008), Hamilton, ON
TEACHING EXPERIENCE
Graduate:
Teaching Assistantships - University of Western Ontario, London, ON
 Psych 1000 – Introduction to Psychology (Fall 2014/Winter 2015)
 Psych 2820 – Research Methods and Statistics (Fall 2013/Winter2014)
 Psych 3300 – Introduction to Clinical Psychology (Fall 2012/Winter 2013)
 Psych 2900 – Applications of Psychology (Summer 2012)
 Psych 1000 – Introduction to Psychology (2011/2012)
Note: Duties for both Psych 3300 and Psych 2820 involved preparing and teaching weekly 2-3 hour
tutorials in addition to grading assignments, proctoring, responding to student inquires, and holding office
hours required by all remaining classes
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Co-supervision of Undergraduate Thesis (with Dr. D. H. Saklofske)
 Met weekly with honours student to mentor her through all phases of undergraduate research
project – from the generation of an idea to developing research questions, and collecting as well as
analysing data. Both supervisor and I gave her feedback on her writing and oral presentation skills
Academic Lectures
 Guest Lecturer for Dr. Saklofske’s Psychology in Education Class in which I spoke about
psychoeducational assessments and intake interviews
Lab Meeting Facilitator
 Stepped in for supervisor Dr. Saklofske a few times per year to lead and facilitate discussion for
lab meetings conducted with Ph.D., Masters, and Honours students presenting their research
Undergraduate:
Teaching Assistantships - McMaster University, Hamilton, ON
 Psych 1X03/1XX3 – Introductory Psychology, Fall 2007/Winter 2008
*Note: Duties for both sections involved structuring lesson plans for two class sessions per week and
holding office hours each week in addition to attending regular meetings, organizing group projects,
facilitating class discussion, marking papers, updating website materials, and responding to student e-mails
OTHER CONTRIBUTIONS & ACTIVITIES
Awareness Promotion
 Marketing Committee of ‘Advocacy Through Action’ (2012 - 2014) - promoted public lectures
given by clinical psychology graduate students in order to provide the community with resources
and evidence-based information on mental heath
 Volunteer at the Mood Disorder’s Association of Ontario (2004-07)
Community/Public Education Presentations
Ashley Vesely & Kathryn Turnbull, Learning Ability and Disability. Presented to employees of London
Life Lunch and Learn series, London Ontario, April 10, 2014.
Ashley Vesely, Learning Ability and Disability. Presented to staff at their TVDSB professional
development day, Woodstock, Ontario, March 7, 2014.
Ashley Vesely & Kathryn Turnbull, Learning Diversity and Disability. “Finding Your Way” Series,
London Public Library, February 01, 2014.
Ashley Vesely & Kathryn Turnbull, Learning Diversity and Disability. “Finding Your Way” Series,
London Public Library, February 16, 2013.
Ashley Vesely & Kathryn Turnbull, Learning Diversity and Disability. “Finding Your Way” Series,
London Public Library, February 25, 2012.
Representation
 Applied Psychology Graduate Students’ Union (APGSU) elected co-president, University of
Calgary (June 2011)
 Applied Psychology Graduate Students’ Union (APGSU) social representative, University of
Calgary (2009-2011)
 Arts and Science Program social-committee volunteer (2007-08)
 McMaster University Floor Inter-Residence Council Representative (2005)
 McMaster University Welcome-week representative (2004)
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Extracurricular
 King’s College Chamber Choir member (2011-present)
 University of Western Ontario Triathlon Club (2012, 2014-present)
 Member of Women in Science Discussion group (2013)
 Eating Disorders Group member (2010-2012)
 Allies for Autism Walk fundraiser (2010)
 University of Calgary Chamber Choir member (2010-2011)
 Speakeasy Volunteer/ESL tutor (2007-2008)
 Actress in annual McMaster Drama Production (2006-08)
 AIDS Walk fundraiser (2004-06)

